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ABSTRACT OF DISSERTATION
A COMPARATIVE STUDY OF LEADERSHIP STYLES IN INTERNATIONAL
SPECIAL AND GENERAL EDUCATION SCHOOLS IN THE UNITED ARAB
EMIRATES
This study attempted to identify leadership styles of school leaders in international special
and general education schools in the United Arab Emirates. Additionally, this study sought
to explore the influence of various demographic factors on perceived leadership styles. The
Multifactor Leadership Questionnaire (Avolio & Bass, 2004) was given to teachers across
eight schools for the purpose of obtaining their perceived rating for leadership behaviors
of school leaders at equivalent levels. Descriptive statistics were examined to identify
prevalent leadership styles and trends in the demographics of survey respondents.
Hierarchical linear models were conducted to determine the statistical significance of
leadership style difference while controlling for teacher (respondent) variables. Results
indicated a difference in perceptions of transformational and transactional leadership by
school type based on teacher education level, as well as a difference in perceptions of
passive-avoidant leadership by school type based on total years of experience with the
school leader. Results also indicated a difference in perceptions of transformational and
transactional leadership based on teacher nationality, total years of experience, and total
years of experience in the current position. This study contributes to the knowledge base
regarding the influence of teacher demographics on leadership perceptions while providing
practical recommendations for school leaders and researchers.
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CHAPTER 1
INTRODUCTION
Over the past several decades, countries around the world have made significant
progress in creating a more inclusive environment for children with disabilities within
educational settings, but this journey has not been without challenges (Jackson, K.,
Willis, Giles, Lastrapes, & Mooney, 2017; Keitaro, 2016). Despite periods of conflict,
special education stakeholders have been successful in positively influencing both social
and political forces to support more inclusive environments for individuals with
disabilities (US Office of Special Education Programs, 2018). In the United States, court
case victories and landmark legislation have provided children with disabilities with the
legal protections necessary for an inclusive education. These decisions proved crucial in
promoting the success and protecting the welfare of exceptional children (Yell, 2015).
Other countries, however, implement varying levels of special education provisions
through some legislation and government oversight, but the discrepancies between
American and international special education are most noticeable in service delivery
settings, particularly in inclusive general education or segregated special education
settings (Mithout, 2016; Powell, 2009). The study of international special education may
be closely linked to a study of leadership within special education settings, as school
leaders are ultimately held responsible for student achievement and overall school
success (Lashley, 2007). Recent social pressure to move towards more inclusive
educational practices, rather than defaulting to segregated settings, heightens awareness
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of the need to study the nature and direction of leadership in both general and special
education settings.
This investigation is a comparative study that explored the leadership styles of
leaders in international general and special education schools in the United Arab Emirates
(UAE) in the Middle East. The study uses quantitative survey data obtained from teachers
in eight selected school sites in four cities in the UAE. This first chapter presents: (a) the
background of the study by providing a brief overview of special education in the United
States, the Middle East, and the United Arab Emirates; (b) the problem the study
addressed; (c) its significance; and (d) an overview of research methods. It concludes by
defining key terms used in the study.
Special Education in The United States
During the early era of American education, compulsory attendance shaped the
educational prospects of many children; however, those with disabilities continued to
receive limited, or no, educational opportunities (Yell, Rogers, & Rodgers, 1998).
Throughout the early 20th century, parent advocates continued to fight for children’s
access to education and began to receive national attention during the Civil Rights Era,
when denying a child entrance into the public education system based on race or
disability status became a violation of the equal protection clause of the 14th Amendment
(Yell et al., 1998). Historic court case victories, including Pennsylvania Association for
Retarded Children (PARC) v. Commonwealth of Pennsylvania (1972) and Mills v. Board
of Education of the District of Columbia (1972), established legal educational provisions
of special education that heavily influenced lawmakers to create and pass formal
legislation, including the Education for All Handicapped Children Act (1975) and later

2

Individuals with Disabilities Education Act (1990). These victories opened the doors of
public schools to children with disabilities and mandated the educational guidelines to
ensure that every child with a disability received a free, appropriate, public education
(IDEA, 2004). These guidelines remain in place today to inform teachers and
administrators how to best serve children with special needs.
Education in The Middle East
The context of education in the Middle East mirrors that of the USA in terms of
increasingly formalized education and provision of services for children with disabilities.
The region of the Middle East is incredibly diverse with respect to political ideologies
and government regimes, financial welfare, and social views, but is connected through
the use of a common language (Arabic) and religion (Islam) (Akkari, 2015). Recent
changes toward embracing a more socially progressive culture have influenced its
education systems. These shifts have had many positive effects on educational
stakeholders in the region, including reducing gender gaps in educational attainment,
eradicating illiteracy, and increasing enrollment in education at all levels (Akkari, 2015).
In retrospect, educational growth in the Middle East materialized first with the region’s
religious growth, then through the economic surge, and finally through relationships with
more developed Western nations. Prior to European colonization during the 19th and 20th
centuries, education in the Middle East was primarily rooted in Qur’anic instruction
(Akkari, 2015). Despite the geographic diversity of the Middle East, the widespread
growth and prevalence of Islam remained constant throughout the region’s history, and
the current education systems remain heavily tied to religious teaching. During the mid20th century, the discovery of fossil fuels helped to establish the Middle East as a
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functioning economy independent of foreign influence and control (Jackson, M., 2018).
Despite these advantages, many countries’ governments realized the need for establishing
formal education systems. As realization grew that an economy based on non-renewable
fossil fuels is detrimental to the long-term prosperity and well-being of its people, formal
education systems began to emerge (Jackson, M., 2018). Later in the 20th century,
education was increasingly viewed as an essential investment in human development
(Chapman & Miric, 2009). Consequently, a knowledge-based economy, developed
through continuous investment in education, has helped the region become globally
competitive regardless of its oil production status (Ahmed, 2011). Independence of the
Arab countries throughout the mid-20th century, post-World War II era led to the
emergence of educational systems that were influenced by former European colonial
powers, including the United Kingdom and France (Akkari, 2015). As many nations in
the Middle East began to establish their education systems, they also adopted more
formal pedagogical approaches and well-rounded curriculum characteristic of British
schools (Jackson, M., 2018). However, several Middle Eastern educational agencies
sought American models as a way to improve teacher training and especially vocational
education (Ahmed, 2011). Consequently, current education systems in the Middle East
region closely resemble those in Western societies that enable them to focus on more
specific, individualized issues.
Special education in the Middle East has a short history but has quickly developed
into a formalized system to serve individuals with disabilities across the region. Although
no unifying formal laws regulating special education currently exist, many countries have
recently developed initiatives that either address the need for legislation or declare
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policies related to education and ethics (Gaad, 2011). Some countries have passed
legislation surrounding the protection of this population, and others have mandated the
equal access and enrollment in education (Gaad, 2011). Research on special education in
the Middle East has recently been heavily focused on inclusion, access to educational
resources, and changing societal views toward individuals with disabilities (Alghazo &
Gaad, 2004; Bataineh & Alsagheer, 2012; Bradshaw, 2009).
Education in The United Arab Emirates
Within the Middle East, the United Arab Emirates (UAE) has emerged as a
wealthy, developing nation in just a few decades, and its rapid development has been
heavily focused on educating its diverse population. Over a few decades, the UAE has
developed a comprehensive, formal education system and a widespread availability of
international schools that include a bilingual education mandate. Before the development
of formalized education, many families relied on self-education that was rich in religious
instruction. Much of this culturally accepted form of education occurred through social
interactions, apprenticeships, and oral traditions (Alhebsi et al., 2015). The UAE initially
accepted the importance of a formal public education system as a means of addressing
religious and cultural norms (Alhebsi et al., 2015).
Education in the UAE developed through four phases that closely mirror the
history of education in the Middle East region but in a more condensed time-span
(Jackson, M., 2018). The first phase (early 1800s), known as the Mutawa and the
Katateeb period, was marked by the Mutawa, or the religious leader who was responsible
for teaching the Qur’an through rote memorization (Ahmed, 2011). More affluent
families were able to organize a Katateeb or a small school-like community where the
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Mutawa would teach small groups of children separated by gender (Ahmed, 2011). The
second phase (late 1800s), known as Educational Circles period, took the Katateeb ideals
and extended the practice on a more general level, and the traditional teacher/student
model became more popular (Alhebsi et al., 2015). Although most of the instruction
focused on religion, it gradually began to include Arabic language instruction. These
small circles of learning communities became the most popular form of education across
both rural and urban areas. The third phase (1907-1953), or Semi-Organized Education
period, saw the opening of formal schools and the institutionalization of structured
curriculum that were still mostly focused on Islamic instruction (Jackson, M., 2018).
These schools also began to target illiteracy as well as spreading Islamic values that were
often funded by wealthy ruling families (Alhebsi et al., 2015). The final phase (1953present) is characterized as the Modern Education System Period, which established agebased stages of education including primary school, preparatory school, and secondary
school. The current UAE education system and curriculum were modeled after those in
other countries including America and Finland as a way to establish international
recognition of their education system (Ahmed, 2011). These government schools
continue to be segregated by gender, remain free of charge, remain open to all Emiratis,
and require attendance at the primary level (Alhebsi et al., 2015).
Special education in the UAE is a recent phenomenon that followed the passage
of legislation that outlined certain protections for individuals with disabilities, who are
referred to as People of Determination. Although children are being increasingly served
in the general education environment (in government, private, and international schools),
a large percentage of students with disabilities continue to be served in separate schools
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or clinical centers depending on the severity of their disability. Given the increasing
number of students with disabilities, schools in the UAE are tasked with providing
educational services in settings of relative restrictiveness based on the children’s
developmental and ability level. Nonetheless, several challenges remain that limit access
to special education services, including a lack of financial resources, a persisting social
stigma, a lack of prevalence data, a lack of qualified teachers, and a clash between the
individualized nature of special education with the collectivist culture of the UAE.
Although the UAE has made significant strides in providing an opportunity for all
children with disabilities to receive an education, further reform is needed to ensure
access to inclusion settings in all school environments (e.g., government, private, and
international schools).
Background of Study
Historically in both the United States of America (USA) and the Middle East,
students with disabilities have been excluded from general education settings. However,
changes in legislation and shifts in the social mindset of the nation have changed the
predominant, separate service delivery model for exceptional students to inclusion with
the general education population (U.S. Department of Education, 2004).
Notwithstanding, there are students in both countries whose needs exceed what general
education settings can provide and instead attend a school that serves only students with
disabilities (Kauffman, Felder, Ahrbeck, Badar, & Schneiders, 2018). The fundamental
difference between these two setting types is the student population, which drives the
differences in service delivery models and methods. The first type of school primarily
serves typically developing students with a small percentage of special education
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students. The second type of school exclusively serves special education students, who
are taught in smaller classes using individualized curriculum and close leader
supervision. These differences in school types result in differences in staffing patterns,
leadership structures, curriculum, pedagogical techniques, behavior management, and
classroom organization. Both school models exist in the USA and in countries around the
world which have followed or attempted to follow significant US legislative changes
focused on accommodating students with disabilities (Jackson, L., et al., 2018; PoonMcBrayer & Wong, 2013).
Problem Statement
Scholars concur that leadership is important to enhancing learning and student
well-being, especially those with special needs (Pazey & Cole, 2012). However, the
relationship between leadership and learning is less well-understood in the United Arab
Emirates (UAE) (Shaw, Badri, & Hukul, 1995). Extensive research findings affirm the
efficacy of a wide array of leadership styles in different school settings (Bell, 2015;
Cuadros, Caceres-Reche, & Lucena, 2018; Gong, Zimmerli, & Hoffer, 2013), including
transformational leadership styles (Brander, 2013; Gamble, 2009; Hannigan-McMullen,
2012). However, few studies have examined the nature of leadership behaviors in
international school settings, particularly those in the Middle East. As the number of
international schools (both general and special education) continues to grow in the
Middle East while the population of children with disabilities grows concurrently, the
study of leadership in these specialized settings is becoming an increasingly important
research area. Consequently, the examination of leadership styles in one Middle Eastern
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country is of value in order to better understand special education leadership to meet
growing demand for both exceptional and typical students.
An examination of several studies indicates consistent findings of the influence of
nationality and total years of experience in teachers’ current position on their perceptions
of leadership styles as well as inconsistent findings related to other demographic
variables, including gender, education level, and total years of experience, on perceptions
of leadership styles. Although the Multifactor Leadership Questionnaire (MLQ, Avolio &
Bass, 2004) has been applied in diverse international settings to study leadership styles,
scholars have raised questions of inconsistency with regard to the instrument’s validity.
These concerns suggest the need for culturally relevant modifications to ensure the
appropriateness of the instrument in new contexts. It is evident that the MLQ (Avolio &
Bass, 2004) has not been used to compare leadership styles in international general and
international special education settings in the Middle East, particularly the UAE.
Consequently, the paucity of research on leadership styles in special education settings in
the Middle East, particularly the UAE, suggests an important line for future inquiry.
Research findings may contribute to the knowledge base (Kauffman et al., 2018) as well
as improve the education of children in the UAE, particularly those with disabilities.
Purpose and Significance of Study
The current study is significant in that it begins to address a gap in the literature
regarding the differences between international general and special education school
leadership by reporting findings on the comparative elements across these specialized
settings. The current study simultaneously extends previous research in educational
leadership concerning the influence of teacher demographic factors on perceptions of
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leadership behaviors. Similarly, this study adds to the knowledge base on leadership
styles generated through the use of the Multifactor Leadership Questionnaire (MLQ;
Avolio & Bass, 2004) in Middle Eastern countries. This study attempted to identify
perceptions of leadership styles within international general and special education schools
in order to provide practitioners and scholars with the tools to prepare future international
school leaders. The purpose of this study was threefold:
1) to identify perceived leadership styles across top-level leaders of international
special education schools in the United Arab Emirates, and
2) to identify perceived leadership styles across top-level leaders of international
general education schools in the United Arab Emirates, and
3) to identify differences in perceived leadership styles based on teacher
demographic variables (e.g., gender, years of experience, nationality, and the
highest level of completed education).
The findings from this study provide an understanding of educational leadership
within these specialized school types that may contribute to continuing efforts in serving
students with disabilities and supporting teachers in both school types. Findings from this
study are intended to contribute to both existing research and practice by identifying
perceived leadership behaviors within specialized school types that serve a special
population of students. Additionally, the results of the current study extend the
knowledge base concerning the influence of teacher demographics on perceptions of
leadership styles as well as the use of the MLQ (Avolio & Bass, 2004) in the Middle East
region.
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Overview of Research Method
The following section will provide a brief overview of the research methods. This
overview includes a presentation of the research questions, design, data collection
procedures, and data analysis.
Research Questions
The current study was guided by three primary research questions to better
understand the relationship between leadership styles and school type in international
special and general education schools and also determine if differences in leadership
styles exist based on teacher variables, including gender, years of experience, nationality,
and the highest level of education. Specific research questions included the following:
1) What is the relationship between school type and leadership style as identified
by teachers in international special education schools?
2) What is the relationship between school type and leadership style as identified
by teachers in international general education schools?
3) What is the relationship between perceived leadership styles and teacher
variables, including gender, years of experience, nationality, and the highest
level of education, between international special and general education
schools?
Research Design
Guided by research questions seeking to compare leadership styles across two
school types, the current study utilized a causal-comparative research design. The
variables of interest for included the independent variable, or differing factor (i.e.,
international general education school or international special education school), and the
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dependent variable being leadership style (i.e., transformational, transactional, and
passive-avoidant). The broader population included any teacher employed at an
international general or international special education school in the United Arab
Emirates in the Middle East, and the study’s sample included the teachers of four
international special education schools and four international general education schools in
four UAE cities (Abu Dhabi, Dubai, Fujairah, and Al Ain). All research sites were
international schools in nature based on the international, English-focused curriculum,
multinational student population, and independent governance. The international special
education schools served only students with disabilities using individualized small group
instruction, while the international general education schools served primarily typically
developing students with a smaller percentage of atypically developing students.
Data Collection and Analysis
A survey, consisting of the Multifactor Leadership Questionnaire and additional
demographic items, was administered to all participants via email (disseminated via the
school leaders to the teacher listserv) using Qualtrics over a one-month period.
Descriptive statistics and hierarchical linear modeling were used to determine the
leadership styles of leaders across the two school types, determine if differences existed,
and determine the influence of teacher demographic variables.
The teacher variables in the current study included the following: (a) highest level
of completed education; (b) total years of experience in the education field; (b) total years
of experience in current position; (d) total years of experience working with designated
leader; (e) nationality; and (f) gender. The author concluded data analysis by providing an
interpretation of results in order to draw implications from the results of the research
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questions and hypotheses. The analysis of results included reliability testing, limitations,
implications of the results for practice, and directions for future research.
Key Terms
For this study, key terms with corresponding definitions are listed in Table 1.
They reflect concepts of transformational leadership grounded in research and provide
operational definitions of schools, leaders, and student populations.
Table 1
Key Terms
Term
Contingent reward

General education school

Idealized influence
Individualized consideration

Inspirational motivation

Intellectual stimulation
International school

Definition
A concept of transactional leadership that involves
influencing staff behavior by first explicitly defining the
goals and expectations and then providing rewards when
expectations have been met (Bass, 1999).
An institution designed to educate children by providing an
environment that supports learning and developing for all
students. Approximately 87% of these students are typically
developing students, while 13% are students with disabilities
(National Center for Education Statistics). May also be
referred to as a mainstream school.
A concept of transformational leadership that involves
serving as a role model of ethical behavior to gain respect
and trust (Bass, 1999).
A concept of transformational leadership that involves
maintaining open lines of communication and celebration for
individual growth and success among employees (Bass,
1999).
A concept of transformational leadership that involves
working toward intrinsic satisfaction by focusing on
employee needs and interests in order to provide meaning for
current tasks (Bass, 1999).
A concept of transformational leadership that involves
encouraging creativity, higher-order thinking, and problemsolving among staff (Bass, 1999).
An educational institution that operates independently from
the public or government school system, utilizes an
independent governing structure, implements an
international curriculum often in English in a predominantly
non-English speaking setting, and serves a multinational
student population (Hayden & Thompson, 2008).
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Table 1 (continued)
Leadership

Leadership style
Management by exception

Nationality
Passive-avoidant leadership

Special education school

Student with a disability

Supervisor

Transactional leadership
Transformational leadership

Observable, measurable activities and behaviors that
occur in an influence relationship and involve leaders and
followers who willingly work together to achieve
common goals (Rost, 1993).
The traits, behaviors, and characteristics that comprise the
approach of participating in a leadership relationship
(Rost, 1993).
A concept of transactional leadership that involves
influencing staff behavior by actively monitoring their
work and using corrective methods to ensure the task is
completed correctly (Bass, 1999).
The belonging to a particular country based on birth or
genetic/familial heritage. May also be referred to as home
country.
A type of leadership style in which a leader avoids
supporting staff, building a positive culture, setting clear
goals or expectations, or assisting when challenges arise
(Bass, 1999).
An institution designed to educate children with
disabilities by providing an environment that supports
learning and development exclusively for students with
special needs.
A student with “mental retardation, hearing impairments
(including deafness), speech or language impairments,
visual impairments (including blindness), serious
emotional disturbance, orthopedic impairments, autism,
traumatic brain injury, other health impairments, or
specific learning disabilities; and who, by reason thereof,
needs special education and related services” (IDEA,
2004; US Department of Education, 2014). May also be
referred to as an exceptional student, special education
student, atypically developing student, or student with
special needs.
An individual in a position of authority within a school
setting that regularly engages in leadership and is
responsible for overseeing at least five employees. May
also be referred to as a leader or school leader.
A type of leadership style in which a leader defines
organizational needs, assigns tasks, and rewards taskfollowing behavior (Burns, 1978).
A type of leadership style in which a leader focuses on
building employee capability, supporting staff, and
proactively responding to challenges or issues (Burns,
1978).
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Typically developing student

A student of typical intellectual and development ability
level who has not been identified as having a disability
under IDEA and attends a general education or
mainstream school. May also be referred to as general
education student.

Summary
In light of recent legislative and societal changes, schools have shifted their
practices and procedures in order to accommodate an influx of students identified as
having special needs served in the general education setting. Schools in the Middle East
have participated in this shift toward a more inclusive education to varying degrees. As
international schools continue to grow in the region, countries in the Middle East are
responsible for serving a growing population of children with exceptionalities in
inclusive settings outside the realm of traditional government schools. These
circumstances present a promising line of inquiry focused on exploring leadership in
these specialized settings that may contribute to the knowledge base on leadership styles
of school leaders within international general and special education school types. Given
the significance of this special population of students and their respective school leaders,
continued study in this area may expand the knowledge base regarding transformational
leadership styles in both school types and have a positive influence on leadership
behaviors as well as student and staff outcomes (Bell, 2015; Brander, 2013; Robinson et
al., 2008; Valentine & Prater, 2011).
Chapter 2 presents an overview of relevant leadership literature, including the
notions of management and leadership, the subsequent emergence of relational
leadership, and the study’s theoretical framework. This discussion is followed by an
overview of prevalent leadership styles and their influence on students, teachers, and
15

schools in general and special education in the USA and Middle East. Research on the
influence of demographic factors on perceptions of leadership are presented as the
foundation of the rationale for the demographic controls used in this study. Chapter 2
concludes with an overview of special education in the Middle East as well as a
discussion of prevalent research trends in general and special education topics in the
UAE. Chapter 3 provides specific details about the research design and methodology,
including the study’s sample, data collection, and data analysis procedures. Chapter 4
presents the results of the data analysis, including the hierarchical linear model results
and reliability scores. Chapter 5 provides an interpretation of the results and concludes
with a discussion of implications for practice and future research.
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CHAPTER 2
LITERATURE REVIEW
Educational leaders have an enormous responsibility to ensure the success and
well-being of all students, teachers, families, and communities. Consequently, scholars
have persisted in the study of leadership in schools and districts in order to identify
effective models and practices. Many scholars concur that educational leadership is
linked to student achievement, staff retention, and overall school success (Bell, 2015;
Brander, 2013; Gong, Zimmerli, & Hoffer, 2013). The notion of leadership has evolved
over the past century, moving away from authority-based, management-centered models
to human-focused, relationship-oriented strategies. This study has also contributed to the
work of scholars in redefining the notions of supervision (Bass, 1999; Rost, 1993). The
emergence of leadership as a relationship-oriented approach has proven beneficial to
school leaders in working with and through teachers to ensure the success of all students
and remain accountable for their progress (Lashley, 2007; Sayadi, 2016).
This chapter begins with a discussion of the notions of management and
leadership, as introduced by Rost (1991), as well as the subsequent emergence of
relational forms of leadership. The discussion includes a review of the theoretical
framework, followed by an examination of leadership styles grounded in the seminal
works of Burns (1978) and Bass (1999). This discussion is followed by a review of
research on the influence of leadership styles on students, teachers, and schools in special
education and in the Middle East. The discussion also includes a review of research on
the influence of staff demographic factors on perceptions of leadership styles. The
chapter also includes an overview of special education in the Middle East, with particular
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focus on the challenges the region faces in the provision of special education services.
The chapter concludes with a review of current research in both general and special
education in the United Arab Emirates. This review of literature is based on a thorough
search of scholarly databases on leadership styles as well as its application in the Middle
East and identified research sites in the United Arab Emirates’ special education systems.
Management and Leadership
Leadership and management are inherently different based on the people involved
in the relationship, the purpose of the relationship, and the nature of organizational goals.
However, an individual in a leadership role may employ both managerial and leadership
practices in order to address all of their responsibilities. Consequently, the line between
management and leadership may be fluid in the sense that both practices may be
necessary in school leadership. The following section outlines the notions of management
and leadership as separate practices and discuss their respective differences, as well as
their complementarity in practice. This discussion is grounded in Rost’s (1991) work,
which is credited as a significant influence in defining the nature of leadership as being
relational and transformational. Thus, Rost’s (1991) management-leadership typology
serves as the foundation from which transformational leadership and the corresponding
Multifactor Leadership Questionnaire emerged.
Management
Rost (1991) defines management as an “authority relationship between at least
one manager and one subordinate who coordinate their activities to produce and sell
particular goods and services” (p. 145). The management literature focuses on
management as an authoritative position focused on goal accomplishment to advance the
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organization (Foster, 1989). Rost (1991) also outlines four elements unique to
management and separate from the notion of leadership. First, the relationship is based on
authority made evident through the manager’s actions and behavior to efficiently and
effectively complete a task. The manager’s actions may or may not be coercive but
illustrate the authority over the employee (Rost, 1991). Second, the parties involved in
the authority relationship are defined as managers and subordinates, each with their roles
and expectations. Managers are expected to administer and provide oversight of the
organization, whereas subordinates report to the manager and obey his/her wishes (Rost,
1991). Third, the managers and subordinates coordinate their activities, and it is through
this coordination that the organization achieved its purpose and goals (Foster, 1989).
Subordinates are assigned duties that align with the manager’s overall goal, and they
work in conjunction in pursuit of task completion. Last, the manager and subordinates
participate in the authority relationship and coordinate their activity as a means to
produce and sell particular goods or services (Kotter, 2013). It is the production and
selling of a good or service that is the sole purpose of the relationship (Rost, 1991). In
essence, management occurs when a manager and a group of subordinates efficiently
complete tasks in order to produce a good or service and profit from its creation.
Leadership
Rost (1991) defines leadership as an “influence relationship among leaders and
followers who intend real changes that reflect their mutual purposes” (p. 102). Leadership
is often described as a web of relationships among individuals in an organization (Foster,
1989). Rost (1991) also outlines four essential elements that distinguish leadership as a
unique style separate from management, as Burns (1978) notes that the term leadership is
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often misunderstood due to its overuse in language, an issue that Rost (1991) sought to
rectify. First, the relationship is based on the influence that is both multi-directional and
non-coercive, meaning all parties involved in leadership must be willing participants and
can both influence others and be influenced by others (Rost, 1991). The multi-directional
component is critical to the non-coercive nature of the relationship, as all individuals
involved are equally able to influence the relationship. This component is crucial to the
creation and maintenance of a synergetic relationship (Hughes, 2016). Second, the parties
involved in the influence relationship are leaders and followers. The followers are active
participants in the relationship, and there is more than one follower involved. Also, there
is often more than one leader, and thus, the relationship is inherently unequal due to the
influence patterns (Rost, 1991). Despite the multi-directional nature of the relationship,
the relationship itself is based on influence which serves to distinguish it from collegial
interactions.
Third, these leaders and followers intend real changes, which requires them to
purposefully pursue substantive changes (Rost, 1991). These changes do not have to
occur in order to be considered a leadership relationship, as it is the pursuit of changes
that is more important. There are often multiple changes happening simultaneously,
which do not lessen the quality of the changes or relationship. Last, leaders and followers
develop mutual purposes through the relationship and intent of real changes. The noncoercive component of the influence relationship lays the groundwork for mutuality, and
the leaders and followers develop purposes, as opposed to goals. The mutual purposes
reflect the real, intended changes set forth by the organization (Rost, 1991). Essentially,
for a leadership relationship to occur, the leaders and followers actively work in
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collaboration in order to pursue organizational changes, and leadership itself is comprised
of the interactions within the organizational community (Foster, 1989).
Management versus Leadership
Leadership and management undoubtedly share similarities in terms of their
respective, defining elements, which require individuals to pursue work within an
organization to accomplish goals. However, beyond the shared characteristics of the
defining elements, leadership and management are entirely independent practices and
thus mutually exclusive. For example, the heart of management is more authoritative,
while the heart of leadership is more “democratic” (Rost, 1991, p. 149). The first
significant difference lies in the nature of the relationship, namely whether that
relationship is based on influence or authority and accordingly whether the relationships
included multi-directionality or coercion. Leadership encourages both parties involved to
influence the other by working in a collaborative manner, whereas management involves
using an individual’s position of authority to impact subordinates (Rost, 1991). The
second major difference lies in who is involved in the relationship, either leaders and
followers or managers and subordinates, as the parties involved determine the nature of
the relationship and the purpose of the work within the organization (Rost, 1991). These
individuals do not necessarily have to work at the top of the hierarchy, but ideally work
within every level of the organization (Kotter, 2013). The third difference centers on the
purpose of the work, specifically whether the parties involved in the relationship intend
real changes or produced and sold goods and services. Leadership requires an intention of
both parties to pursue substantial changes for the better of the organization and its
stakeholders which is made possible through effective communication, while
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management involves the production and selling of goods or services rather than advance
or transform an organization (Foster, 1989; Kotter, 2013). The last major difference
reflects the relationship’s purpose, whether it involves a mutual purpose or coordinated
activities in order to achieve the goals of the relationship. Leadership requires a level of
commitment from all individuals involved in order to reflect mutual purposes while
pursuing intended changes for the organization; however, management involves the
production and selling of a particular good or service, arising from the manager’s
independent drive to earn a profit (Rost, 1991). Although leadership and management are
distinct in the nature of the relationship between supervisors and employees in practice, a
leader may display elements of both in order to fulfill both task-related and employeerelated duties and accomplish organizational goals. In this regard, management and
leadership as enacted in practice may be complementary, contributing to the
accomplishment of organizational goals.
Emergence of Relational Leadership
Rost’s (1991) detailed description of leadership has had a tremendous influence
on the view of leadership within academia and therefore required a paradigm shift for
scholars to better understand its impact. The narratives of leadership used early in the 20th
century reflect the industrial paradigm, so it was critical to develop a new leadership
narrative that aligns with the post-industrial paradigm (Rost, 1991).
Paradigm shift. The industrial paradigm’s conflation of the terms management
and leadership supported Rost’s (1991) efforts to emphasize the separation of leadership
from management based on the cogent definitions of each. Rost (1991) makes a
persuasive argument for a post-industrial leadership paradigm that definitively separates
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leadership and management. In addition to the distinction between management and
leadership, Rost (1991) also asserts that the 21st-century patterns of leadership, including
fluctuating patterns of influence where followers play an active role in leadership, is a
complete reversal of the industrial paradigm which encouraged obedience of subordinates
and principles of Taylor’s (1911) scientific management. Consequently, Rost’s (1991)
work reflects a significant shift in paradigms towards a style more appropriate for the
new era (Hughes, 2016). The ethics of leadership, as evidenced by the process of
leadership being centered on relationships, further reflects a paradigm shift by
incorporating the importance of ethical practices in relationships within organizations
rather than focusing on merely the end result of the relationship as measured by profit of
production (Rost, 1991). In sum, the paradigm shift requires a shift in focus from profit
and financial outcomes to human relationships, collaboration, and common purposes
(Dyer, 2001).
Relational leadership. Rost’s (1991) notion of relational leadership has
influenced a paradigm shift in academia and practice that not only resolves the semantic
differences between industrial era, authority-based management and post-industrial
relationship-based leadership perspectives (Hughes, 2016) but also underscores the
importance of interpersonal influence in leading organizations. Relational leadership
centers on individuals and the web of relationships (Dyer, 2001) within an organization,
which existed within organizations before Rost (1991) advocated for a paradigm shift in
the field. Relational leadership is based on elements crucial to Rost’s (1991) notion of
leadership, including creating positive working relationships to enact organizational
change that not only benefitted the organization’s stakeholders, but also enhances their
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capacity to achieve shared organizational goals, a perspective shared by Burns (1978),
Bass (1999), and Foster (1989). For example, Foster (1989) emphasizes the importance
of leaders and followers working closely together and communicating effectively to
influence each other to intend real, positive changes that reflect their mutual purposes.
This reflects the fundamental assumptions of relational leadership. Rost (1991) is
recognized for postulating the paradigm shift and is credited with influencing the
emergence of relational practices in organizations. His creation and discussion of a new
school of leadership provides scholars and practitioners with the necessary framework to
reframe the study of leadership as well as influence how it is enacted in organizations
across several disciplines and fields of study. Other educational leadership researchers
(Eacott, 2018; Elonga Mboyo, 2019) have explored relational approaches to leadership as
a more contemporary approach to leadership that maximizes human relationships as
central to the functioning of an organization. The emergence of relational leadership
approaches paved the way to modern leadership styles centered on relationship-based
organizations.
Theoretical Framework
Transformational leadership theory has emerged from Bass’ (1985) Full Range
Leadership Model (FRLM) and serves as the theoretical framework for the current study.
The FRLM describes leader behaviors that align with transformational, transactional, and
passive-avoidant (or laissez-faire) leadership styles. The FRLM characterizes leaders
based on behaviors that outline their engagement with subordinates and is used to classify
them into three leadership style categories (Bass, 1985). Transformational leaders are
heavily engaged with their staff, employ strategies to build relationships and motivate
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employees, are considerate of their individual needs, provide professional development
opportunities, and stimulate higher order intellectual thinking (Bass, 1985). Transactional
leaders are less engaged with workers and focus on directive management, rewarding
staff for following protocols and completing tasks, and corrective action when necessary
(Bass, 1985). Laissez-faire leaders are not engaged and prefer a hands-off approach to
leadership (Bass, 1985). These leadership styles comprise the transformational leadership
theory that is aligned with the MLQ (Avolio & Bass, 2004) and makes the FRLM the
best fit for the current study.
Scholars have applied the Full Range Leadership Model in a wide range of
general, special, and international education settings to understand and characterize
leader behaviors in organizations (Ayiro, 2014; Brander, 2013; Sayadi, 2016). Based
upon the following literature review, few disagreements exist surrounding the influence
of transformational leadership style on students, teachers, and schools (Leithwood &
Jantzi, 2005). Despite the prevalence of the application of the transformational leadership
framework, international educational research focuses on trends and issues unique to each
region. Leadership in international school settings may be understood through the
transformational leadership lens, but it is important to understand the issues in the
region’s education system in order to understand educational leadership in those
respective regions. For example, in the United Arab Emirates (UAE), scholarly research
has been consistently focused on trends in both general and special education, as the
inclusion of students with disabilities has gained increasing attention in the policymaking
arena. In these circumstances, a number of scholars not only have recognized the
importance of these educational changes but also have argued persuasively for gaining a
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better understanding of leadership styles of top-level school administrators responsible
for enacting these policy changes. In this regard, leadership styles as measured by the
MLQ (Avolio & Bass, 2004) may provide an appropriate framework for understanding
how leaders are perceived by teachers and add to an important line of inquiry in the UAE.
Given the cultural differences and the conflicting research findings regarding leadership
perceptions in the UAE (Al-Shaibani, 2000; Litz & Scott, 2016), the FRLM may provide
a relevant framework for understanding teacher perceptions of leadership in this
particular context.
Leadership Styles
The post-industrial view of leadership (Rost, 1991) is a culmination of the efforts
of leadership scholars, including Bass (1999), Burns (1978), and Foster (1989) and
includes all individuals in a collaborative, respectful manner and places imminent value
on relationships. Transformational leadership has emerged over recent decades as an
embodiment of relational leadership that incorporates notions of coaching, supporting
individuals, and exemplifying the accomplishment of organizational goals. Consequently,
transformational leadership theory encompasses three leadership styles based on a
continuum, including transformational, transactional, and passive-avoidant styles.
Transformational Leadership
Over the past several decades, the idea of transformational leadership has become
increasingly prevalent, especially among educational scholars. They have produced a
substantial body of research as well as applied it to developing leadership models
relevant to a wide range of disciplines and fields of study (Bass, 1999). For example,
Burns (1978) introduced the idea of transformational leadership that was further
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developed by Bass (1985) and included in his theoretical work. Burns (1978) originally
introduced the concept of transformational leadership to describe political leaders, but the
idea quickly spread to include several other disciplines. Transformational leadership
under Burns’ original conceptualization was viewed as a process by which leaders and
followers coordinate efforts to motivate and help each other succeed in organizational
efforts. During an era when various industries were beginning to separate leadership and
management, Burns (1978) described the differences in terms of characteristics and
behaviors on a dichotomy between transforming and transactional leadership. Under
Burns’ (1978) ideas, transforming leaders were seen as moral exemplars, working to
unite the whole organization in order to benefit all stakeholders (Foster, 1989). Burns’
(1978) description of transformational leadership centered on the essential needs,
aspirations, and values of the followers and was primarily founded on the morality of the
leader (Hughes, 2016). Further, Burns’ (1978) initial approach to transformational
leadership invited engagement with followers and happened without much conflict
(Hughes, 2016). This focus on moral leadership as transformational leadership shifted as
Bass (1985) further developed the widely accepted leadership theories.
Bass (1985) extended Burns’ (1978) work and developed the concept of
transforming leadership into transformational leadership and also introduced
measurement concepts to determine a leader’s influence on their followers in terms of
motivation and performance. Bass (1985) recognized that leaders who act in aggressive,
coercive, or combative ways may obtain transformative outcomes from their
subordinates. This prompted him to use the term ‘transformational’ to apply more
exclusively to the type of leadership rather than organizations simply accomplishing
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change (Hughes, 2016). Bass (1985) described transformational leadership by attaching
measurable terms and concepts based on how leadership influences follower motivation
and performance. Transformational leaders often attempt to connect followers’ sense of
identity and individual goals to the mission and values of the organization, while also
using their knowledge of followers’ strengths and weaknesses to assign appropriate tasks
and duties (Foster, 1989). Although Bass (1985) also asserted that a leader could display
traits of both transformational and transactional leadership simultaneously, he described
the differences between both styles in considerable detail.
Bass (1985) described four elements of transformational leaders to better
understand specific behaviors and traits that align with this leadership style:
1. Individualized consideration: Transformational leaders utilize individualized
consideration and hold social and professional commitments as a strategy in their
leadership style, and they maintain open lines of communication and celebration
for individual growth and successes. Transformational leaders listen to followers’
concerns, provide empathy, and celebrate individual contributions to the broader
organization. This individualized approach incorporates the need for mutual
respect in the leadership relationship.
2. Intellectual stimulation: Transformational leaders employ intellectual stimulation
and often assume their employees are competent, dedicated professionals, and
they stimulate and encourage creativity, higher-order thinking, and problemsolving. Transformational leaders encourage new ideas, challenge followers’
assumptions, inspire intellectual risk-taking, and foster independence among their
followers.
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3. Inspirational motivation: To develop employee skills, transformational leaders
develop inspirational motivation by creating professional development
opportunities, focusing on future goals, and providing meaning for current tasks.
Transformational leaders support their staff by remaining engaged and present as
well as providing an appealing vision for the organization. As a result of these
professional development opportunities, transformational leaders work for
intrinsic satisfaction and motivation for organization-related tasks.
4. Idealized influence: Transformational leaders serve as an idealized influence and
act as a role model of ethical behavior to gain respect and trust. Transformational
leaders are seen to earn respect by exemplifying high moral values as
organizational challenges and struggles arise.
Transactional Leadership
Based on the work of Burns (1978) and Bass (1999), transactional leadership
emerged as a leadership style within transformational leadership theory. Transactional
leaders are often thought to resemble the industrial view of managers since they are
focused on completing tasks, emphasizing staff obedience, increasing organizational
efficiency, and maximizing profit (Foster, 1989). Transactional leaders tend to rely on
fear of punishment or retribution in order to increase staff productivity and gain
compliance from their employees (Bass, 1999). They are also inclined to utilize extrinsic
motivation techniques, especially rewards and punishments, in order to motivate
employees to achieve organizational objectives and goals (Bass, 1999). As task-oriented
and directive individuals, transactional leaders tend to exchange tangible rewards for
employees’ work and loyalty, rather than appealing to higher-level, intrinsic, intellectual
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needs. Transactional leaders may view employees as incompetent and self-centered
(Kowalski, 2013). Transactional leaders are also likely to engage in management by
exception, a concept that describes these individuals’ propensity to maintain the status
quo and intervene via corrective action when subordinates do not achieve expected
performance levels (Bass, 1999). Burns (1978) distinguishes between transforming and
transactional leadership:
The relations of most leaders and followers are transactional—leaders approach
followers with an eye to exchanging one thing for another: jobs for votes, or
subsidies for campaign contributions. Such transactions comprise the bulk of the
relationships among leaders and followers, especially in groups, legislatures, and
parties. Transforming leadership, while more complex, is more potent. The
transforming leader recognizes and exploits an existing need or demand of a
potential follower. But, beyond that, the transforming leader looks for personal
motives in followers, seeks to satisfy higher needs, and engages the full person of
the follower. The result of transforming leadership is a relationship of mutual
stimulation and elevation that converts followers into leaders and may convert
leaders into moral agents. (p. 4)
In sum, transactional leaders rely on rewards and punishments, may avoid acting
when conflict arises, and often do not take individual interests into account.
Transformational leaders, on the other hand, may hold more potential power for positive
change for both individuals and the organization through the cultivation of relationships
with organizational stakeholders.
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Passive-Avoidant Leadership
Passive-avoidant leadership emerged as a third alternative under the realm of
transformational leadership theory and is sometimes referred to as laissez-faire
leadership. This leadership style is characterized by the active avoidance of decision
making and involvement in a leadership role, so these individuals tend to complete
organizational tasks and work without interacting with employees or responding to
concerns (Bass, 1999). Leaders who exhibit passive-avoidant leadership tend to shy away
from making decisions and responding to urgent matters, and ultimately refrain from
maintaining an active presence in the organization. These individuals often engage in a
very hands-off approach and choose to have relatively little interaction with staff in favor
of completing tasks instead (Bass, 1999).
Leaders who engage in passive-avoidant leadership will not seek or create
professional development opportunities for staff or provide rewards when they achieve
organizational goals but will instead avoid confrontation and interaction with staff. When
unanticipated issues arise, passive-avoidant leaders will wait for things to settle without
their intervention, maintaining a hands-off approach and leaving problems unaddressed.
While transactional leaders may utilize rewards and punishment, passive-avoidant leaders
utilize avoidance whenever possible. While transformational leaders may motivate staff
and provide opportunities for intellectual growth, passive-avoidant leaders often choose
not to interact with staff and rather leave staff to their own tasks.
In conclusion, transformational leadership theory has evolved over recent decades
as a response to emerging post-industrial contexts. The theory has shifted from a form of
moral leadership to a model of effective, relational leadership in which individuals take
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precedence over organizational profit. Although both transformational and transactional
leadership styles have their respective strengths and may be used in concert by
practitioners, transformational leadership differs in the sense that it places considerable
value on people, particularly with regard to engaging positive relations. Similar to the
notion that a school leader employs both management and leadership in a fluid manner to
accomplish organizational goals and tasks, transformational and transactional leadership
are often regarded as complementary practices. These leadership styles are thought to
exist on a continuum and are often measured by utilizing the Multifactor Leadership
Questionnaire (MLQ) (Avolio & Bass, 2004). The following section will review research
on leadership styles in the Middle East.
Leadership Styles in the Middle East
Research in educational leadership in the Middle East has identified both
similarities and differences in leadership practices between the Middle East and Western
countries. Leaders in the Middle East, including the UAE, often lead a multicultural staff
due to the large expatriate population, and this diversity presents unique challenges and
benefits to leadership practices in these contexts.
Differences in Leadership Perceptions
Litz and Scott (2016) examined both teacher and leaders’ perceptions of
leadership behaviors in the UAE and found significant discrepancies between teacher
ratings and principals’ self-perceptions. Many elements of transformational leadership,
such as inspiring a shared vision, were deemed relevant and consistent with the
collectivist nature of Emirati culture. However, other factors appear to be more in line
with transactional leadership (Litz & Scott, 2016). Litz and Scott’s (2016) findings
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suggest that while transformational leadership is a promising and practical model of
leadership in the UAE, transactional leadership style is more prevalent. The authors’
findings also suggest that the vast number of expatriate teachers may contribute to
cultural differences in perceptions of behavior that impact and are reflected in perceived
leadership style. Consequently, a modified model of transformational leadership may be
necessary to fit Islamic cultures. Similar research findings have identified discrepancies
between teacher perceptions and principal self-perceptions in relational elements of
leadership, including demand reconciliation and role assumption, as well as transactional
elements, including production emphasis (Al-Shaibani, 2000). Further, these findings
exposed differences in teacher perceptions of leadership based on the education and
training level of principals. In particular, UAE principals with higher levels of training
were perceived as being more tolerant of uncertainty, which suggests differences in
relational elements of leadership based on school leader education level (Al-Shaibani,
2000). Although this body of literature does not focus exclusively on prevalent leadership
styles, the findings regarding the disparities between teacher perceptions and selfperceptions provide valuable context for leadership in UAE schools.
Cultural Implications
Given the differences between Western and Middle Eastern culture, some
research findings suggest the need for cultural modification to prevalent Western
leadership styles in a Middle Eastern context (Litz & Scott, 2016). Other studies suggest
that attempts to incorporate relevant values into leadership curriculum at the university
level in the UAE, including Middle Eastern cultural values and Islamic teachings, have
been largely unsuccessful (El-Kaleh, 2019). As a result, many leadership programs in the
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fields of management and education continue to be heavily influenced by Western
models of leadership (El-Kaleh, 2019). With UAE leaders being trained in university
programs based largely on Western ideals, leadership within UAE organizations in
management and education may consequently resemble Western philosophies. Given the
diversity of the UAE’s population and Western influence in the country’s origins, other
studies have explored the role of cultural intelligence in leadership styles of UAE school
leaders. These findings suggest that cultural intelligence, which purportedly improves an
individual’s ability to interact with people in other cultures, influences the school leaders’
ability to adapt their leadership styles to diverse school settings (Aldhaheri, 2017). In
schools as diverse as UAE schools, school leaders’ ability to adapt and lead a
multicultural staff proves to be beneficial. Overall, these findings suggest that cultural
intelligence and competence in diversity influence the leadership styles and practices of
UAE leaders (Aldhaheri, 2017). Similarly, instruments that assess leadership practices
may also require cultural considerations.
Application of the MLQ
The MLQ (Avolio & Bass, 2004) as an assessment of leadership styles has been
utilized in educational leadership research around the world, ranging from elementary
schools to universities, and continues to remain relevant and useful in better
understanding international educational leadership (Cuadros et al., 2018; Litz & Scott,
2016; Rao & Kareem, 2015). Despite Western-centric origins, the MLQ (Avolio & Bass,
2004) has been administered in a wide array of international settings. Within the Middle
East region specifically, the MLQ (Avolio & Bass, 2004) has been applied to assess
organizational and educational leadership.
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Middle East. Researchers in Palestine administered the MLQ Rater Form
(Avolio & Bass, 2004) translated into Arabic to employees in public sectors, including
the ministries of education and health, and factor analysis results showed the instrument
remained valid in a non-Western-centric context (Alsayed, Motaghi, & Osman, 2012).
These results also indicated commonalities with an instrument related to satisfaction with
supervisor communication, but still provide support for the application for the MLQ in an
Arabic context (Alsayed et al., 2012). Research utilizing the Rater Form of the MLQ
(Avolio & Bass, 2004) in Qatari public organizations also found high scores for
reliability and validity, again providing support for the application of the instrument in
the Gulf region (Al Haj, 2017). Further research successfully utilized the Rater Form in
Saudi Arabia elementary schools to measure principal leadership perceptions and the
relationship to teacher job satisfaction (Abdulghani, 2016). While this research relied on
the validity results from other studies, the instrument’s reliability in this context remained
high (Abdulghani, 2016). In sum, the MLQ (Avolio & Bass, 2004) has been applied in
studies in various fields of research in the Gulf region with statistical confidence despite
the differences in cultural contexts (Abdulghani, 2016; Al Haj, 2017; Alsayed et al.,
2012). An extensive literature review conducted by Yaghi (2017) revealed that the
general consensus in research is that the MLQ (Rater Form 5X; Avolio & Bass, 2004) is
“conditionally valid” (p. 6) within the Middle East region, but there are recommendations
for cultural modifications given the nuances of Middle Eastern culture and subsequent
expectations for supervisor behavior. However, these findings indicate that the instrument
overall is acceptable to use, given its validity in research (Alsayed et al., 2012; Yaghi,
2017).
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United Arab Emirates. Within the Arab region, the MLQ (Avolio & Bass,
2004) has been applied in various contexts in the UAE specifically. Some researchers
have cautioned that cultural modifications may be necessary to reflect the culture of the
UAE, which is hierarchical and conservative in nature (Sheikh, Newman, & Al-Azzeh,
2013; Yaghi, 2017). However, research suggests that asserting the MLQ (Avolio & Bass,
2004) is invalid is not accurate despite Emirati supervisors’ tendency to engage in both
transformational and transactional forms of leadership (Yaghi, 2017). These findings
suggest that the use of the MLQ (Avolio & Bass, 2004) in the UAE and other nonWestern contexts may culminate in the overlapping of leadership styles, although the
factor analysis results were consistent with previous research (Yaghi, 2017). Conversely,
other studies have implemented the MLQ (Avolio & Bass, 2004) in the UAE without any
caution regarding the differences in culture or subsequent differences in leadership style
display (Jabnoun & Al-Rasasi, 2005; Sheikh et al., 2013). These findings showed high
levels of instrument reliability and relevance in Emirati organizations (Jabnoun & AlRasasi, 2005). Exploratory and confirmatory factor analyses also support the use of the
MLQ (Avolio & Bass, 2004) despite discrepancies in non-Western contexts (Sheikh et
al., 2013). Further research is needed to better understand how, if at all, Emirati culture
necessitates modifications to the MLQ (Avolio & Bass, 2004) given the relative
inconsistencies in the literature.
Influence of Demographic Factors on Perceptions of Leadership
Research in educational leadership has extended beyond identifying and
describing leadership styles and behaviors in exploring various factors that influence
people’s perceptions of those styles and behaviors. The following section will discuss
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research findings on the impact of relevant demographic factors on people’s perceptions
of leadership. The referenced literature focused on leadership perceptions in general,
rather than focusing specifically on leadership perceptions in the Middle East or in
special education. Due to a paucity of research on perceptions of special education
leadership in the Middle East, the following section serves to present both the context and
background of various demographic factors that may influence leadership perceptions.
Gender
The literature exploring the effects of gender on leadership perception reported
contradictory findings, which suggests a need for further investigation of the impact of
social factors on leadership styles (Barbuto, Fritz, Matkin, & Marx, 2007). Although an
extensive body of research affirms the influence of gender on leadership styles (Eagly &
Johnson, 1990; Mohammed, Othman, & D’Silva, 2012; Xiaoxia & Jing, 2006), few
studies have been conducted that examine the influence of staff gender on perceptions of
leadership styles. Maher (1997) suggests that the influence of gender stereotypes may
influence subordinates’ ratings of leadership behaviors, as gender differences have been
found in perceptions of transformational leadership styles based on both subordinate and
leader gender. Specifically, these findings suggest no differences in perceived leadership
by male subordinates, but differences in perceived transformational, transactional, and
passive-avoidant behaviors by female subordinates (Maher, 1997). Further research
findings suggest that men and women perceive more favorable leadership styles and
higher performance ratings of leaders of the same gender (Luthar, 1996). Other studies
have identified gender as a moderating factor in the forming of leadership prototypes and
perceptions, based on the “unique life experiences and traditional roles” (Jantzi &
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Leithwood, 1996, p. 519) associated with each gender. Furthermore, leadership
perceptions may be influenced by gender based on the relevant life experiences and
predisposition for certain leadership qualities traditionally aligned with gendered traits
(Jantzi & Leithwood, 1996). However, other research findings suggest that there are no
differences between men and women in perceptions of outcomes of transformational
leadership style, including effectiveness and favorability (Hardman, 2011; Walumbwa,
Wu, & Ojode, 2004). Collectively, the inconsistency in these findings indicates that
subordinate gender may influence preconceived notions of leadership styles based on
traditional norms, but not necessarily influence ratings of leadership behaviors in action.
Despite extensive research on the influence of gender on actual leadership behaviors, the
relative paucity and inconsistency in the literature surrounding the impact of gender on
perceived leadership (Barbuto et al., 2007), particularly in special education in the
Middle East, warrants further investigation and justifies the inclusion of gender as a
demographic variable of interest in the present study.
Education Level
Utilizing transformational leadership theory, research has identified the education
level of followers as predictors of perceptions of leaders’ behaviors (Ojode, Walumbwa,
& Kuchinke, 1999), and these findings suggest that staff with higher levels of completed
education show less preference for behaviors related to managerial tasks (Barbuto et al.,
2007), which are often aligned with transactional leadership style. The education level of
followers may influence the perceptions of leader traits based on presumptions of
appropriate and desired behaviors (Ojode et al., 1999), but other findings suggest the
interrelatedness of demographic characteristics, including age, education level, and
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gender, as having an influence on leadership perception (Vecchio & Boatwright, 2002).
Specifically, research findings suggest the education level of followers, combined with
age and gender, serves as a predictor of idealized styles of leadership (Barbuto et al.,
2007). Similar to research findings regarding the influence of employee gender on
leadership perception, these results suggest that the education level of staff may influence
their perceptions of leadership behaviors based on presumptions and preconceived
notions of leadership. Although this demographic factor has been shown to serve as a
predictor and influencer of leadership perceptions, further research is needed to better
understand how these variables are related. Further, the paucity of research findings
warrants further research in the Middle East’s special education systems.
Teachers’ Years of Experience
Teachers with more years of experience in the education field may feel similarly
as those with higher levels of education in terms of reporting less preference for taskoriented leadership behaviors (Ojode et al., 1999). Similar to findings related to teacher
education level, total years of experience in the field may influence perceptions of
leadership based on presumptions resulting from their years of experience. Other research
findings suggest significant effects of total years of experience on perceived leadership
styles, particularly that teachers with fewer (i.e., 1-3 years) of experience may rate
principals’ leadership more favorably than teachers with more (i.e., 11 or more years) of
experience (Eddins, 2012). However, these findings did not yield a statistically
significant difference sufficient enough to yield confirmatory results. Further, some
research findings report that total years of experience in the teaching profession had no
influence on perceptions of transformational leadership (Hardman, 2011), while other
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research findings report that teacher years of experience serves as an influence of
perceptions of principal leadership styles in the UAE specifically (Al-Shaibani, 2000).
Consequently, further investigation into teachers’ total years of experience as a
moderating factor of perceived leadership styles, particularly in the Middle East, is
advised. Inconsistent findings in previous literature indicate a promising line of inquiry in
this area.
Research findings also suggest that teachers with more years of experience in
their current position may also rate principals’ leadership styles more favorably than
teachers newer to the school or their position (Eddins, 2012). Years of experience in the
current position has been found to be statistically significant in influencing perceived
transformational leadership behaviors and may be related to other demographic variables
(Hardman, 2011). These findings suggest that teacher years of experience in their current
position consistently influence perceptions of leadership style, particularly in a more
favorable way. Based on research findings on the impact of teachers’ years of experience
in their current position, further inquiry focused on identifying teacher years of
experience with their respective leader may prove edifying (Eddins, 2012). Higher rates
of teacher retention in their current position may be related to more years of experience
with the principal or school leader, so further research is necessary to determine the
impact, if any, of this variable on perceived leadership style within special education in
the Middle East.
Nationality
Research studies exploring the influence of rater nationality on perceptions of
leadership behavior have found significant differences in perceptions of leadership across
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respondents of varying nationalities. Utilizing charismatic leadership, research conducted
with employees in the United States (US), Mexico, and Poland revealed statistically
significant differences in perceptions of several leadership dimensions, including
sensitivity to employee needs, sensitivity to the environment, and strategic vision and
articulation (Navarro, 2005). These findings indicate: (a) differences between Polish and
US employees in perceptions of sensitivity to the environment, sensitivity to employee
needs, and unconventional behavior; (b) differences between Mexican and US employees
in perceived strategic vision and articulation; and (c) differences between Mexican and
Polish employees in personal risk (Navarro, 2005). For example, US employees
perceived leaders as more sensitive to their needs as compared to Polish employees, but
there were no differences in perceptions of personal risk behavior (Navarro, 2005). These
findings, to an extent, contradict the common values associated with collectivist and
individualist cultures but ultimately suggest that nationality of raters or employees has a
statistically significant influence on the way they perceive leadership behaviors. Other
research findings, however, are consistent with commonly accepted cultural values in
collectivist cultures, as employees in other collectivist cultures (Iran) aligned with
collective orientation and leadership preference (Hakimi, 2005). Iranian employees
perceived their leaders as exhibiting more transactional and less transformational
leadership behaviors than American leaders (Hakimi, 2005). These findings are
consistent with the cultural norms of a collective culture, where power distance and
hierarchies are accepted with less participation in decision-making (Hakimi, 2005).
Although these studies’ findings are somewhat contradictory, they collectively support
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the inclusion of nationality as a demographic variable in the present study, given the
consistent influence in leadership perception (Hakimi, 2005; Navarro, 2005).
Research findings that focus on transformational leadership are consistent with
the notion that employee nationality influences perceptions of leadership and also extend
to preferences. Specifically, Mexican immigrants showed less preference for elements of
transformational leadership (including individualized consideration, inspirational
motivation, and intellectual stimulation) than non-Hispanic Americans (Baumeister,
2004). Further, these findings revealed that Mexican immigrants showed more preference
for transactional and passive-avoidant leadership than Mexican Americans and nonHispanic Americans (Baumeister, 2004). These findings potentially speak to the
influence of culture on preferences based on norms and traditions commonly associated
with nationality. Further research findings show a difference in preferred leadership
styles between American and Zambian college students, specifically that Zambian
students reported more power distance and collectivist tendencies than the American
students (Makai, 2006). Conversely, American students reported a higher preference for
heroic leadership and individualistic tendencies (Makai, 2006). These findings support
the notion that cultural norms, expectations, and traditions (stemming from nationality)
influence how individuals perceive and prefer leadership behaviors. Although these
studies focused on the preference for different leadership styles, the findings are
consistent with the idea that nationality has an influence on perceptions of leadership
(Baumeister, 2004; Makai, 2006). Given the diverse nature of the Middle East and its
large expatriate population, future research should include nationality as a demographic
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variable of interest in order to explore the influence of staff nationality on perceptions of
leadership within this context.
Influence of Leadership Styles on Students
Although transformational leadership theory was initially applied to politics and
industry, its application in general, special, and international education is highly relevant
and useful in better understanding educational leadership. In any leadership role, a leader
will have a direct impact on the staff and other organizational stakeholders.
Consequently, within an education setting, a school leader may have an immediate effect
on the teachers and students with whom they have daily contact, which in turn may
influence the broader school climate and culture.
Special Education Student Achievement
Placement in the general education classroom can have a positive effect on
students with disabilities, especially in terms of academic, social, behavioral, and
emotional development (Jackson, K., et al., 2017). Researchers have investigated the
impact of leadership on special education students by examining the relationship between
principal leadership styles, based on teacher ratings, on student achievement (Brander,
2013). This body of scholarly work suggests a significant relationship between lower
rates of student achievement and principals who employ passive-avoidant leadership
(Brander, 2013). Conversely, these findings indicate a positive relationship between
student achievement and principals who were rated high in inspirational motivation and
idealized influence, both elements of transformational leadership (Brander, 2013). Other
research studies suggest that the link between student academic outcomes and
transformational leadership is statistically significant. However, it may be small in
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comparison to transformational leadership’s impact on teacher behaviors and practices.
Notwithstanding, a small impact on academic outcomes for students with disabilities may
be socially significant (Leithwood & Sun, 2012). Further, an influence on teacher
behaviors and practices may result in positive student outcomes, which mirrors research
findings in general education settings (Gamble, 2009; Robinson et al., 2008). Similarly,
scholars suggest a small but significant relationship between transformational leadership
behaviors and outcomes on standardized achievement tests in reading and math at the
third and fifth-grade levels (Nash, 2011). Overall, the impact of transformational
leadership on academic achievement of students with disabilities may be slightly less
than the achievement of typically developing students, but for exceptional students, a
small amount of progress is certainly still worth celebrating. Given the differences in
special education in the Middle East in terms of placement and services, more research is
needed to understand the influence of leadership on special education students in the
Middle Eastern context.
General Education Student Achievement
Recent legislative changes worldwide have forced school leaders to become
responsible for the achievement of all students, measured by performance on yearly
standardized tests or percentage of goals met on Individualized Education Plans.
Organizational vision setting as a component of transformational leadership style has an
influence on both staff and student outcomes, specifically more highly satisfied teachers
and higher student achievement (Gamble, 2009; Robinson, Lloyd, & Rowe, 2008;
Valentine & Prater, 2011). Specifically, research suggests that principals who engage in
transformational leadership by building relationships with teachers, setting goals,
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articulating a clear vision, and improving their practices have a significant impact on
student academic outcomes (Robinson et al., 2008). Studies have also demonstrated a
positive relationship between transformational leadership and student achievement
among general education high schools, specifically finding that the principal’s ability to
provide a vision for the teaching staff ultimately resulted in increased student
achievement (Valentine & Prater, 2011). Further, research has demonstrated a link
between teachers’ perceptions of their principals’ leadership styles, if aligned with
transformational leadership, and a higher quality educational plan and thus higher student
achievement (Gamble, 2009). Collectively, research findings suggest that school leaders
who engage in transformational leadership practices have an indirect positive influence
on general education student achievement (Gamble, 2009; Robinson et al., 2008;
Valentine & Prater, 2011). This positive influence, resulting from teacher relationships
and a goal-based school vision, lends itself to positive student achievement outcomes in
general education settings. However, noteworthy discrepancies exist in prevalent
leadership styles and the subsequent influence on general education student achievement
in international school contexts.
International School Student Achievement
As described above, transformational leaders have been found to positively
impact students’ academic achievement in national general and special education schools.
However, disagreement exists in the international school literature surrounding leadership
and student outcomes. Specifically, some research findings indicate that school leaders
who exhibit high levels of instructional leadership have higher rates of impact on student
achievement than those who exhibit transformational leadership (Dutta & Sahney, 2016).
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Transformational school leaders in international schools are found to have an impact on
overall school climate and culture, but a smaller impact on students than those who favor
instructional leadership (Dutta & Sahney, 2016). Although arguments can be made that
school leaders directly impact teachers, and therefore indirectly impact students, research
findings on this relationship are limited and inconsistent. Consequently, the impact of
transformational leaders serving in international schools on students is unsubstantiated
(Dutta & Sahney, 2016; Gardner-McTaggart, 2017). Further, given the significant
number of international schools in the Middle East and the UAE in particular, more
research is needed to better understand the relationship between leadership styles and
special education student achievement in this specific context.
School Placement
Given legal requirements to provide a free, appropriate public education in the
least restrictive environment (i.e., the general education inclusive classroom), school
placement is a significant decision that directly affects the achievement of special
education students. Studies have investigated the relationship between transformational
leadership and principals’ views toward inclusion of students with disabilities in general
classrooms, which is the case for an overwhelming majority of students with disabilities
(Jackson, K., et al., 2017). Research has shown that principals who exhibit
transformational leadership behaviors also exhibit a positive attitude toward inclusionary
practices (Hannigan-McMullen, 2012). More specifically, these findings suggest that
principals who employ transformational leadership feel more positively about placing
students with special needs with their typically developing peers and are more likely to
increase their time spent in the general population setting as well (Hannigan-McMullen,
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2012). Principals who exhibit positive feelings toward inclusion may culminate those
beliefs by providing increased access to the least restrictive environment and, in turn,
benefit students with special educational needs (IDEA, 2004). Studies have also
demonstrated a lack of association between leaders who employ transactional or passiveavoidant relationship with inclusive attitudes and practices. This relationship applies to
transformational leadership behaviors exclusively (Houser, Dickens, & Hicks, 2011).
Research findings also suggest that principals who engage in transformational leadership
are more open and welcoming to making changes in student programming (Ibrahim,
Ghavifekr, Ling, Siraj, & Azeez, 2013). This welcoming attitude may serve as the basis
of ensuring an appropriate placement for exceptional students, which logically affects
their academic achievement as well. Taken together, these research findings indicate that
school leaders who engage in transformational leadership behaviors embrace a more
welcoming, inclusive attitude of students with disabilities that may contribute to
increased enrollment in general education classrooms. However, this body of literature
originated in the US, where school placement is guided by several factors, including
legislation, that may not reflect the practices and capabilities of countries in the Middle
East. Due to a paucity of research on school leaders’ attitudes and decisions surrounding
special education student placement in the Middle East, these findings provide some
context from an American perspective.
Influence of Leadership Styles on Teachers
Studying leadership within special education is essential in order to best serve a
more vulnerable demographic of students. Research on leadership in special education
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has focused on teacher retention and efficacy as essential components of effective
teaching to maximize student learning.
Teacher Retention
In addition to an indirect student impact, transformational leadership can have a
direct impact on the teaching staff. Teacher burnout within special education is especially
problematic, given the higher rates of attrition as compared to general education teachers
(Gong, Zimmerli, & Hoffer, 2013). Research has indicated that special educators who
rated their principals as being transformational leaders were less exhausted, less
depersonalized, and felt more positively about their accomplishments (Gong et al., 2013).
These feelings align with the specific behaviors commonly associated with
transformational leadership, including inspiring staff, individualizing support, and
enthusiastically building relationships. Further, these positive dispositions may help to
promote a sense of accomplishment, meaning, and fulfillment in the job experiences,
which may indirectly combat special education teacher burnout (Gong et al., 2013;
Sayadi, 2016). Studies have also demonstrated a negative relationship between passiveavoidant leadership and teacher retention. This suggests that transformational leaders
may motivate teachers to stay in their current jobs (Sayadi, 2016). Specifically,
inspirational motivation as an aspect of transformational leadership has been found to be
directly related to teachers’ commitment to both their profession and their school, which
provides further evidence for the use of transformational leadership by school leaders
(Ibrahim, Ghavifekr, Ling, Siraj, & Azeez, 2013). Increased teacher commitment
resulting from a more positive work experience may also help to reduce special education
teacher attrition and burnout. These findings provide further support for the benefits of
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transformational leadership as a common practice in special education, but also expose a
need for research on leadership and its influence on staff retention in the Middle East
specifically.
Teacher retention in international schools. Despite the disagreement in
findings on the influence of transformational leadership on student outcomes in national
and international schools, research findings in these contexts of its influence on teaching
staff have been affirmed. For example, transformational leadership has increased
teachers’ self-efficacy in student engagement and instructional strategies in international
schools in Greece (Gkolia, Koustelios, & Belias, 2018). Teachers who perceive their
school leaders as transformational based on their supervisory behaviors also report higher
levels of job satisfaction in Kenya (Ayiro, 2014) and Iran (Sayadi, 2016). These findings
align with studies conducted in the national school context. In educational settings, job
satisfaction has been closely linked to staff retention. In particular, supportive school
leaders who exhibit transformational leadership behaviors in international schools
experience a lower teacher turnover rate (Mancuso, Roberts, & White, 2010). These
findings are especially significant, given the relatively high turnover rates and transient
characteristics of short-term contracted international school teachers (Hayden &
Thompson, 2008). In addition, leaders who exhibit transformational leadership behaviors
are more likely to display high levels of cultural intelligence. This is essential in
maintaining positive relationships within an international school organization, given the
diverse, multinational nature of students and teachers (Keung & Rockinson-Szapkiw,
2013). Although research on international school leadership is a relatively recent
development, findings on transformational leaders in international schools suggest
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similarly positive effects on teachers and schools around the world. Although this body of
literature did not originate exclusively in the Middle East, the research findings’
consistency across cultures provide some promising context for the Middle East as well.
Teacher Efficacy
In addition to having an impact on retention, research on transformational
leadership in education settings also has had an impact on teacher efficacy. Utilizing
teacher ratings of principal leadership styles, research findings have shown a significant
relationship between perceived inspirational motivation and idealized behaviors of a
principal. Both are elements of transformational leadership and influence the school’s
collective efficacy of its teachers (Bell, 2015). Transformational leadership has been
shown to be the most effective leadership style in utilizing professional development and
individual reflection to improve teaching through efficacy in instructional practices
(Thoonen, Sleegers, Oort, Peetsma, & Geijsel, 2011). These findings align with previous
research findings related to the influence of transformational leadership on student
achievement in general education, as the relationship between leadership and teaching
practices extends to student outcomes. Studies also suggest that utilizing transformational
leadership has positive effects on the teachers’ efficacy in their teaching abilities and
instructional capacity, which further suggests a positive impact on student achievement in
general education (Bell, 2015). Additionally, research findings suggest that teachers who
felt their principals were transformational leaders based on their leadership behaviors
were more satisfied with their job experience, felt they had positive communication, were
motivated, and were willing to help others (Gamble, 2009). Within the Middle East,
Iranian teachers who rate their principals as exhibiting transformational leadership traits
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may also demonstrate more commitment to their jobs in addition to feeling more satisfied
(Sayadi, 2016). Although this research was not conducted in the UAE, Iran presents a
similar cultural context for these findings to remain relevant. By utilizing teacher ratings
of school leaders in general education settings, transformational leadership behaviors
appear to have a positive influence on teacher satisfaction, efficacy, and commitment,
which extends to positive student achievement outcomes as well (Gamble, 2009; Sayadi,
2016).
Influence of Leadership Styles on Schools
Transformational leadership as a prevalent leadership style, has remained highly
relevant in understanding leadership as it influences stakeholders on every level,
including students, staff, and schools. Transformational leadership has been applied and
studied at the school level in similar ways as at the student and staff level, in both
national and international settings.
School Culture
The impact of a transformational leader is well-established in terms of students
and staff, but when the individuals of a school building are all positively impacted by a
leader, a positive shift in school culture is inevitable. Research has explored the
relationship between leadership style and school culture in general education schools,
also based on the staff’s perception of principals’ leadership styles (Segredo, 2015).
Results of this research indicate a positive relationship between school culture and both
transformational and transactional leadership, but a negative relationship between school
culture and passive-avoidant leadership (Segredo, 2015). This research also suggests the
influence of emotional intelligence as a key factor in leadership styles based on
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personality traits that may align closer with transformational leadership behaviors, but
still provides support for transformational leadership in terms of school culture (Segredo,
2015). Further, research suggests that school leaders often combine transformational
leadership behaviors with task-oriented behavior, a focus on teaching and learning, and
effective time management in order to affect the school culture positively (Engels, 2008).
These findings support the notion of leadership on a continuum encompassing elements
of both transformational and transactional leadership in order to support all
organizational demands, as both management and leadership practices may be necessary
to fulfill the duties of a school leader. Other studies have shown a positive relationship
between leadership focused on people and relationship building with school culture,
particularly in times of school reform efforts (Turan & Bektas, 2013). Transformational
leadership as a people-focused style has a positive impact on the overall school culture
during periods of significant change, which speaks to the nature of supportive behaviors
of transformational leaders. However, there remains a paucity of literature regarding the
influence of leadership styles on the broader school culture in the Middle East
specifically.
International School Culture
Research in international schools has captured the interest of scholars due to their
uniqueness and niche in the education field. Some research on international school
leadership suggests a high turnover rate of school leaders, possibly explained by a
micromanaging governing board or challenges based on the cultural differences between
the host country and international curriculum (Benson, 2011; Keller, 2014). This high
turnover results in challenges in both strategic and long-term planning and also creates a
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sense of instability among the broader organization (Hayden & Thompson, 2008).
International school leaders face the unique challenge of leading a multicultural staff and
student population on a path toward global citizenship, and therefore may need to display
cultural sensitivity and empathy to a higher degree than their national school leader
counterparts (Lewis, 2015). These varying displays of cultural sensitivity and empathy
may result in varying and differing displays of overall leadership styles, especially given
the culturally diverse population and subsequent responsibilities (Lewis, 2015). In a
context such as the Middle East, where cultural diversity is plentiful, more research is
needed to better understand how international school leaders influence the school culture,
given the challenges of leading a multicultural staff population.
Challenges in Special Education in the Middle East
It is evident that international school leaders are responsible for additional
organizational duties that result from leading a multicultural staff and student population,
and their responsibilities extend to serving their population of students with disabilities.
However, mandates for attending to the needs of children with disabilities and the role of
school leaders is often less well understood in international schools. Scholars suggest that
these issues may result from incongruities between rules, regulations, and policies
pertaining to students attending public schools in the United States and those
promulgated by other nations to serve students with disabilities (Jackson, L., et al., 2018).
Although the United States has enacted laws dictating a wide array of parameters for
serving special education students, many countries in the Middle East attempt to
unofficially replicate American practices. Alternatively, Middle Eastern countries may
also rely on recommendations from various international agencies, such as the World
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Health Organization, UNICEF, as well as the United Nations Educational, Scientific, and
Cultural Organization (UNESCO), frame and enact ethical guidelines on the care of
children with disabilities (Council for Exceptional Children, “International Special
Education: Global Reports,” 2018).
The absence of worldwide legal frameworks and uniform practices has important
implications for stakeholders at every level within national and international education
settings. For students in special education, this may mean a difference in placement, time
spent with typically developing peers, and overall achievement each year based on
instructional effectiveness (Kauffman & Badar, 2014). For teachers, this may mean a lack
of clarity of expectations, confusion over curriculum or appropriate educational goals,
and advancement in teaching skills targeted to certain disabilities. For leaders, this may
mean inconsistencies in enforcing ethical considerations, discrepancies in leadership
styles, and a lack of push for teacher professional development (Lashley, 2007; Pazey &
Cole, 2012). Inevitably, the lack of consistent, uniform legislation and practices in the
Middle East not only directly impacts children and parents as stakeholders at every level
of special education but also may influence the leadership style of educators responsible
for the success of these students (Jackson, L., et al., 2018; Pazey & Cole, 2018). During
the past several decades, numerous Middle Eastern countries have tried to advance more
inclusive education. Taken together, they may reflect a positive change in the social
mindset surrounding the care of students with disabilities in global educational leadership
(Kauffman & Badar, 2014; Poon-McBrayer & Wong, 2013). Despite the progress the
Middle East has made in its general education system, there have been few unifying
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reforms in special education. Several challenges persist that continue to influence the
implementation of legislation directed towards protecting students with disabilities.
Economic Disparities
Although relying on ethical guidelines proposed by agencies such as UNESCO or
the United Nations may provide beneficial guidance for those countries without formal
legislation, those guidelines may focus more on care rather than education. Research
findings suggest that these guidelines, especially those set forth by UNESCO, have
contributed to an increase in inclusive education practices, as countries in the Middle East
and around the globe attempt to replicate American practices (Keller, Al Hendawi, &
Abuelhassan, 2016). UNESCO reports suggest that the global differences in special
education policies and practices may be explained by differences in countries’ economic
development. In other words, poorer nations, including those in the Middle East, are
simply not able to provide more specialized services for children with disabilities due to
the increased cost (Anastasiou & Keller, 2014). Similarly, less developed nations may
have lower rates of literacy, especially maternal literacy, which may also hinder the
country’s overall access to special education (Anastasiou & Keller, 2014). Within these
areas, fiscal resources tend to be more focused on health, safety, and nutrition rather than
educational development. Special education services for children with certain disabilities,
including autism, tend to be costlier due to the more intensive nature of the appropriate
interventions and accommodations. In this regard, underdeveloped countries, both in the
Middle East and around the world, may also encounter financial limitations when
designing services for youth with autism (Dillenburger, McKerr, & Jordan, 2014).
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Lack of resources. Given the economic disparities in Middle Eastern countries
and, consequently, the limited governmental appropriations for special education, many
programs struggle to find adequate financial support to sustain a quality program (Al
Shoura & Ahmad, 2014). For example, schools that offer special education services often
have inferior educational materials, curriculum, and specialized services, and lack
adequate service delivery models, as all are expensive (Al Thani, 2006; Kronfol, 2012).
The existing programs often have inadequate instructional resources and teaching
techniques, largely due to limited funding (Al Shoura & Ahmad, 2014). Scarce resources,
coupled with little government oversight special education programs, often results in a
lack of understanding of appropriate services and policies (Hadidi & Al Khateeb, 2015).
Coupled with the lack of financial resources, schools may be unable to implement
recommended practices such as reading interventions or behavioral plans. Similarly,
governments may introduce new mandates to be immediately implemented in schools
without ensuring that the teachers and school leaders have the necessary resources. In
these circumstances, mandates may be changed as quickly as they were introduced
(Keller et al., 2016). Since special education mandates and services are fairly new in the
Middle East, families remain largely responsible for finding and funding special
education support for their children.
Lack of Qualified Teachers
In addition to the lack of legislation and adequate financial support, perhaps the
most significant barrier to delivering special education services is the lack of adequate
teacher preparation. Middle Eastern countries that attempt to adopt American policies
such as inclusion may have a hard time implementing them in practice due to the lack of
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expertise or trained professionals (Keller et al., 2016). There simply may not be enough
professionals in special education to serve the growing population. A review of university
programs in Middle Eastern countries participating in the Gulf Cooperating Council
(GCC) revealed that the vast majority of programs offer one or two courses on special
education that only provide a basic overview of disabilities and special education (Amr,
2011). In addition, these courses, as well as the undergraduate curricula, are lacking in
pedagogical practices and training in inclusive education (Amr, 2011). Although several
universities offer undergraduate preparation and graduate specialization programs, few
universities offer formal teacher licensing programs (Keller et al., 2016). There is a
significant disparity in the availability of undergraduate programs specific for special
education. For example, there are none in Kuwait but several in the UAE (Keller et al.,
2016). There is also a shortage of qualified faculty to teach aspiring teachers at the
undergraduate and graduate levels. In many instances, faculty are recruited from other
nations (Keller et al., 2016). Although the region has intentionally developed many
advanced preparation programs that focus on a wide range of exceptionalities, they often
lack in rigor and quality. Their graduates often struggle with the challenges of providing
academic and behavioral support for a diverse group of (Al Shoura & Ahmad, 2014;
Keller et al., 2016). The lack of training is potentially a result of the relative newness of
the change in cultural attitudes and educational philosophy, as well as a lack of
legislation-guided practice (Amr, 2011).
Social Stigma
The social stigma in Middle Eastern societies surrounding disability presents a
persisting barrier to the provision of special education services, as individuals with
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disabilities have been considered “burdensome and shameful” (Hadidi & Al Khateeb,
2015, p. 519). As a result of these social and historical circumstances, families with
children with disabilities were often shamed from seeking special education services and
resorted to placing them in institutions or keeping children at home until the recent
opening of schools and centers for students with disabilities (Al Shoura & Ahmad, 2014).
This stigma was especially difficult for parents of children with an intellectual disability.
Parents often faced ostracism and seclusion due to their lack of understanding of the
disability (Gaad, 2011). Further, these parents were often resistant to seeking additional
support for their children to avoid the social stigma of a label. Attempting to prevent
stigmatization may also be indicative of gender roles, as Islamic communities may be
more focused on continuing cultural and religious traditions (Keller et al., 2016). In many
instances, schools categorized them using the term “slow learners” (Gaad, 2011, p. 15)
though most did not provide necessary special education support services. Social views
toward inclusion and acceptance of individuals with disabilities are largely dependent
upon changing cultural norms, that are influenced by the diverse populations of many
Middle Eastern countries (Gaad, 2011). Although some citizens may actively voice their
opinions in support of inclusive practices and treatment for children with disabilities, few
changes in government education policies result. Consequently, segregated schools
remain the norm (Powell, 2009). In sum, it may often be the case that the culture pushing
for inclusionary practices may be thwarted by the structures that created enduring
exclusionary practices (Powell, 2009).
Special education data. The lack of availability of prevalence data on children
with disabilities presents an additional challenge in implementing inclusionary special
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education practices and may be rooted in an attempt to prevent stigmatization or
discrimination (Keller et al., 2016; Powell, 2009). One of the key challenges in
implementing common special education legislation or practice is the absence of a
consistent definition of disability as well as accurate prevalence data throughout the
Middle East (Hadidi & Al Khateeb, 2015). There is considerable variation in defining
disability as well as a lack of information about various disabilities, which makes it
difficult for researchers and practitioners to recommend educational reforms (Hadidi &
Al Khateeb, 2015; WHO, 2012). In addition, data on the accurate number of children
with disabilities is very limited. Scholars note that this issue is potentially related to the
social stigma surrounding disability in Middle Eastern culture (Al Shoura & Ahmad,
2014; Keller, Al-Hendawi, & Abuelhassan, 2016). Families may fail to report a mild
disability in an attempt to avoid the social stigma and “feeling of dishonor” (Al Shoura &
Ahmad, 2014, p. 28), which results in skewed data and an inaccurate picture of the true
prevalence of disabilities. Without a general consensus on what exactly constitutes a
disability, it is challenging to determine the best educational options for students with
disabilities. This remains a unique challenge in the Middle East.
Collectivist Culture
Differences in societal values and ideologies may play a role in legislative
discrepancies. For example, Middle Eastern countries with a collectivist culture may
focus more on raising homogenous groups of children without the stigma of special
education, while others, like the United States, may focus more on individuality as a core
educational value (Powell, 2016). While many developed nations hold capitalist
economic ideals, these may hold significantly different notions with regard to the federal
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government’s responsibility for and involvement in education, social welfare, and
healthcare. These discrepancies can lead to differences in societal values and treatment of
individuals with disabilities. More individualistic societies like the United States may
focus on individualized education due to the social value placed on the individual above
society, while more collective societies, including those in the Middle East, with systems
of social programs geared toward the equitable distribution of services, may provide
more segregated education in an effort to provide higher standards of care (Powell, 2009;
Powell, 2016). Additionally, collective societies may place more value on families,
cooperation, and homogeneity, and oftentimes, “under collectivistic culture, pupils with
disabilities tend to be segregated” (Futaba, 2016, p. 649). Regardless of the reasoning
behind the ideological, legal, and practical differences between special education services
in the United States and Middle Eastern countries, students with disabilities continue to
require services and committed school leaders who accept responsibility for their
improving academic outcomes.
Cross-National Discrepancies in Special Education Practices
Despite these challenges, the Middle East as a region has made significant strides
in serving students with disabilities; however, nations will need to continue to change the
social context and cultural attitudes in order to allow for more inclusive educational
practices to become the norm. Middle Eastern countries that referred to United Nations
recommendations, as well as US practices, supported a rapid expansion of services to
children with special needs education (Hadidi & Al Khateeb, 2015). Other countries in
the Middle East have responded to these recommendations by encouraging varying levels
of inclusion and segregation in their own education systems (Hadidi & Al Khateeb,
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2015). Despite the improvements in increasing access to inclusionary practices, some
scholars claim that there is a wide discrepancy between stated policies and inclusion
practices, in view that most children continue to be served in segregated environments
(Hadidi & Al Khateeb, 2015). Most Middle Eastern general education classrooms
continue to remain largely inaccessible to students with disabilities. Special education is a
relatively new phenomenon in the Middle East, and progressive concepts like inclusion
are still in the very early stages of implementation, which is made evident in the varying
levels of implementation across the region.
Cross-national research on access to special education services revealed a
significant difference for students with disabilities based primarily on socioeconomic and
educational factors (e.g., adult literacy) (Anastasiou & Keller, 2014). Scholars note that
enacting legislation, increasing financial resources, and improving literacy may
contribute to increasing access to special education services and reduce the stark
differences in access and practice in countries within the Middle East region (Anastasiou
& Keller, 2014). They also acknowledge the significant economic disparities between
countries such as Saudi Arabia and Yemen, as well as differences in statutes, both of
which influence the degree to which students with disabilities are served and their
educational outcomes.
Countries like Jordan, in particular, have made significant progress in creating a
more inclusive environment, but more teacher training is needed to fully integrate
students with disabilities into the general education environment (Amr, 2011). Although
some countries in the GCC, including Saudi Arabia, the UAE, Egypt, and Jordan, have
provided special classrooms (e.g., resource rooms) in general education schools to serve
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students with disabilities, there is a wide discrepancy as to administrator responsibility
for special education students (Alkhateeb, Hadidi, & Alkhateeb, 2015; Amr, 2011). In
other countries like Palestine, special education is largely overseen by outside agencies
working independently, exposing the problems that arise from the lack of uniform
policies (Malki, 1998). Many of the Palestinian special education procedures (e.g.,
assessments, admissions, curricula) are shaped by social, cultural, and economic factors,
which are inconsistently interpreted across different schools without uniform legislation
(Malki, 1998). Scholars note that the individualized nature of special education clashes
with the notion of a collectivist culture and fear of social exclusion, which may inhibit
families from seeking out special education services (Gumpel & Awartani, 2003). The
absence of formal undergraduate preparation programs in special education at local
Palestinian universities limits training opportunities for special education teachers
(Gumpel & Awartani, 2003). In addition, differing special education policies and
practices across schools also contributes to uniform student services, which in turn affects
their overall educational outcomes and learning trajectories.
In Israel, special education practices have moved increasingly toward inclusion by
serving children with mild disabilities in general education settings. The Ministry of
Education has accomplished this by circumventing labeling and identification procedures
as well as by offering additional resource centers in the community (Gumpel & Awartani,
2003). These resource centers collaborate with special education teachers who receive
specialized training at the university level, and many may internalize the provision of
services as a moral obligation (Gavish, 2017). These shifts in both policy and practice
have resulted in significant improvement in special education services across the country
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(Gumpel & Awartani, 2003). Despite improvements in both inclusionary practices and
access to special education services, discrepancies based on socioeconomic status and
nationality remain. For example, inclusion practices are more likely to be implemented in
medium to high socioeconomic areas as well as in predominantly Jewish sectors rather
than Arab sectors (Gavish, 2017). These differences in access to special education
services and practice mirror differences in the Middle East region that are influenced by
economic and cultural factors.
The United Arab Emirates (UAE) is one of the wealthier, more developed nations
in the Middle East region and is heavily influenced by its oil-based economy, residual,
Western-centric education perspectives, and religious practices. Its uniquely diverse
population presents both challenges and advantages for its children in the school system,
regardless of disability status. The following sections will outline current trends and
practices in both general and special education in the UAE.
General Education in the United Arab Emirates
Although the formal education system in the UAE is relatively new, it has grown
from informal religious tutoring to an international, curriculum-driven system with
generous government funding and oversight. Government-supported general education
schools in the UAE are diverse, and the education system includes a significant number
of private and international schools. During the past several decades, new legislation and
mandates have altered the context and method of instruction in K-12 education in order to
meet the needs of students in the increasingly global, modernized country. With a
continued focus on increasing the quality of education to address the nation’s history of
inferior education (Chapman & Miric, 2009), Emirati education has seen recent changes
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in bilingual education, student and teacher diversity, as well as an increase in the private
school sector.
Diversity in Nationality and Language
The UAE is exceptionally diverse in population with regard to nationality and
language. The overwhelming majority of residents, especially in Abu Dhabi, are
expatriates (Harrison & Michailova, 2012). In order to promote Arabic language and
literacy, the Ministry of Education implemented the New School Model, which mandates
bilingual education with two teachers (i.e., one Arabic speaking and one English
speaking) in primary education (Ahmed, 2011). As a consequence of the large expatriate
population and limited access to government schools, the private international school
sector has expanded. Government schools typically utilize a more traditional teaching
approach that aligns with Abu Dhabi’s historical education model. Private schools, on the
other hand, may have more resources to secure better equipment and materials to
implement a more creative approach and flexible learning environments (Mckinnon,
Barza, & Moussa-Inaty, 2013). However, research findings suggest that private schools
may not necessarily be superior with regard to education quality (Mckinnon et al., 2013).
Nonetheless, the expatriate population and subsequent rise in private and international
schools serve an important role in the education of both Emirati and expatriate children,
particularly with regard to supporting cultural diversity in the classroom.
Student linguistic diversity. In mainstream government schools, the student
population consists of only Emirati youth. However, private and international schools are
comprised of multinational students, including both expatriate and Emirati students.
Although the UAE bilingual education mandate was implemented in government schools,
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many private and international schools in the country have adopted the same concept due
to its high levels of success among public school children (Gokulan, 2018). Despite the
appeal of bilingualism, research findings suggest that the discrepancies between
colloquial spoken Arabic, traditional Qur’anic Arabic, and modern written Arabic create
a complex learning situation for students that may contribute to lower educational
attainment (Maamouri, 1998). Further, scholars suggest that economic disparities in the
UAE may contribute to differences in bilingual educational attainment, as parents with
fewer resources may be less able to support their child’s academic endeavors, especially
if they encounter learning challenges (Gallagher, 2011). Despite research findings that
suggest students faced with the complexities of the Arabic language may encounter
learning difficulties, linguistically diverse UAE students may potentially benefit from
early immersion as in other Arabic-speaking settings (Gallagher, 2011; Johnstone, 2001).
In studies on bilingualism in other Arabic-speaking countries, research findings suggest
that early bilingual immersion is related to positive academic achievement. Consequently,
UAE scholars are hopeful that the New School Model mandate will have similar, positive
outcomes (Gallagher, 2011; Johnstone, 2001). However, the financial disparities in the
UAE may present an additional challenge for some students in bilingual learning
classrooms (Gallagher, 2011). The diversity in the UAE school population in terms of
both nationality and bilingual education suggests a promising line for future research that
may contribute to the knowledge base as well as benefit Emirati and expatriate children
(Gallagher, 2011; Johnstone, 2001).
Teacher diversity. The teaching staff of UAE international schools mirrors the
diversity of the UAE expatriate population. It is very diverse with regard to nationality
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and is largely composed of Western women hired on short-term employment contracts
(Harrison & Michailova, 2012; Vonderlind, 2015). Despite the cultural differences
between Western and Emirati cultures, research findings suggest that Western women
teachers in the UAE do not always experience adjustment difficulties and do not always
feel the need for cross-cultural training (Harrison & Michailova, 2012). More
specifically, findings suggest that expatriate teachers in the UAE adapt relatively well to
the unique Emirati culture, largely as a result of the development of social ties to other
expatriates rather than Emirati nationals (Harrison & Michailova, 2012). In addition,
teachers in the UAE benefitted from social support from leaders and colleagues (Harrison
& Michailova, 2012; Taneiji, 2009). However, the diversity in the non-native teacher
population may present challenges in establishing a common school culture (Vonderlind,
2015). In addition, the nature of short-term international teaching contracts which may
also contribute to high rates of teacher turnover (Hayden & Thompson, 2008), and
challenge implementation of education reform initiatives with fidelity (Vonderlind,
2015). However, research findings also suggest that cross-cultural training and higher
levels of interpersonal competence may help to counteract turnover rates (Graf &
Harland, 2005). Although diversity in the UAE teaching population may require some
cultural adjustment, multinational and multilingual teaching may benefit students
academically who are also diverse (Derderian-Aghajanian & Cong Cong, 2012; Harrison
& Michailova, 2012).
Government Policies and School Practices
Although the Ministry of Education in the UAE has unveiled new mandates,
policies, and goals to improve educational quality, research findings suggest that the
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majority of teachers are unaware of the country’s educational goals (Gaad, Arif, & Scott,
2006). Further, evaluative tools used in government schools are often unrelated to their
educational goals, which exacerbates the gap between intended goals of educational
improvement and actual classroom practices (Gaad et al., 2006). However, interview data
indicate that increased professional development and teacher training that focuses on the
Ministry’s goals may help to improve the education system (Gaad et al., 2006). Further,
research findings also identify significant differences in professional development
practices (Taneiji, 2009). For example, schools that support professional development
through professional learning communities, teachers feel supported by both school
leaders and their fellow teachers, underscoring the importance of collaboration among
teachers in the UAE (Taneiji, 2009). These research findings suggest the benefit of future
research on the contribution of professional development in bridging the gap between
education policy and practice (Gaad et al., 2006; Taneiji, 2009).
Special Education in the United Arab Emirates
Special education is a relatively new concept in the UAE education system, yet
despite its infancy, it has made significant progress in serving exceptional children. The
UAE Disability Act was passed in 2006 that formally recognized the need for special
education. This Act guarantees equal access to public and private schools for children
with disabilities, requires at least a Bachelor’s degree and relevant certification for
special education teachers, and outlines guidelines for funding, equipment, and
educational provisions for students with disabilities (Cultural Division of the Embassy of
the UAE, “Special education,” 2011). In 2008, the Ministry of Education’s “School for
All” campaign began equipping general education schools with the tools necessary to
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provide an inclusive education for students with special needs, who are referred to as
people of determination (UAE Government, “Education for People of Determination,”
2018). Although only a decade has passed since formal special education began in the
UAE, research has focused on better understanding its impact on students, teachers, and
schools.
Interactions with Teachers and Students
Although students with disabilities, including deficits in communication,
behavior, academic readiness, or social skills, may encounter difficulties in the general
education environment, they may be mitigated with the appropriate support from both
teachers and peers (Dukmak, 2010). Despite limited findings on teacher effectiveness in
developing countries, including the UAE, scholars have identified a link between teacherinitiated interactions and achievement among students with disabilities in UAE general
education schools (Dukmak, 2010). More specifically, these findings suggest that an
increase in teacher-initiated interactions with low-achieving general education female and
male students with disabilities has a positive impact on student academic achievement
(Dukmak, 2010). Researchers have also found that interactions with peers also have a
positive effect on student achievement in both general and special education settings
(Dukmak, 2010; Gaad, 2015). These peer-peer interactions have a significant impact on
accepting attitudes toward inclusion, which suggests the necessity to include all students
in the inclusion initiative, regardless of disability status (Gaad, 2015). In sum, peer
interactions may be facilitated and improved through explicit education and exposure
(Gaad, 2015), and these interactions have a profound impact on overall achievement
(Dukmak, 2010). In the UAE, where the number of international schools continues to
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grow, and the government continues to focus on inclusive measures, these findings
provide critical information to best serve students with disabilities.
General and Special Education Teacher Roles
In light of the recent legislative and social changes governing Emirati special
education, there is an increasing number of children with special needs being served in
general education classrooms. Consequently, it is important to recognize the impact of
both general and special educators on exceptional students (Bradshaw, 2009).
Teacher attitudes. General education teachers’ positive attitudes toward the
inclusion of children with disabilities have been found to be a strong predictor of
successful inclusionary practices regardless of geographic region (Chow & Winzer,
1992). However, Gaad (2001) found that the majority of general education teachers in the
UAE believe children with disabilities may be better served in a separate or segregated
educational environment. Alghazo and Gaad (2004) found that overall, UAE general
education teachers have a generally neutral attitude toward the inclusion of children with
disabilities. However, male teachers or teachers with fewer years of experience have a
less positive attitude than female teachers or teachers with more years of experience.
Additionally, research findings suggest that general education teachers in the UAE were
more welcoming of children with physical impairments or specific learning disabilities,
and less welcoming of students with behavioral or emotional disabilities (Alghazo &
Gaad, 2004; Bradshaw, 2009). Scholars have also examined findings from previous
studies and report that general education teachers in the UAE have been found to prefer
separate learning environments for children with special needs. In addition, they found
that teachers reported that the stress of mainstream classroom teaching makes it difficult

69

to attend to children with special needs, whom they feel may not be academically ready
for the general education curriculum (Gaad & Khan, 2007). The influence of attitude on
inclusionary practices reported by Hannigan-McMullen (2012) highlights the challenges
in moving toward full inclusion in general education settings. These findings suggest a
need for further training, undergraduate preparation, administrative support, and
specialized resources for inclusionary practices to facilitate successful inclusion (Alghazo
& Gaad, 2004; Gaad & Khan, 2007). Specifically, researchers suggest that behavior
management training may be beneficial in preparing special education teachers and may
reduce the number of students sent to special schools (Alborno & Gaad, 2014). Positive
teacher attitudes toward inclusion can also contribute to the development of an inclusive
school culture (Alborno & Gaad, 2014). In sum, general educators’ attitudes toward
students with disabilities are significantly related to successful inclusionary practices.
Teachers in the UAE exhibit attitudes toward exceptional children that may present
challenges for the academic, social, and behavioral success of this population of students
(Alghazo & Gaad, 2004; Bradshaw, 2009).
Teacher retention and self-efficacy. In special education, specifically, teacher
burnout has been an ongoing issue that contributes to high turnover rates. Research on the
role of social support has found significant correlations between reducing burnout and
increased family and colleague support, as well as feelings of personal accomplishment
(Bataineh & Alsagheer, 2012). However, other factors, including gender, age, or years of
experience, are not statistically significant in reducing special educator burnout among
UAE teachers. Further, special education teachers in the UAE report job dissatisfaction in
schools with less training, resources, and administrative support (Anati, 2012; Badr,
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2019). Consequently, providing opportunities for achievement, collegiality, and
professional development may be more effective in increasing special education teacher
retention and job satisfaction in the UAE (Bataineh & Alsagheer, 2012). Attempting to
increase retention through increased support and professional development may
indirectly improve outcomes for students with disabilities.
In addition, research findings have identified a relationship between collaboration
among special education teachers and a sense of self-efficacy. UAE special education
teachers self-report low rates of implementing effective instructional practices but may
report higher rates of self-efficacy when working with general education students or
multiple exceptional students with the same disability (Alghazo, 2005). Moreover, UAE
special educators may feel ill-equipped to teach exceptional children and may feel their
instructional abilities are not adequate for serving students with disabilities, which may
contribute to low feelings of self-efficacy (Badr, 2019). Conversely, UAE special
education teachers in mainstream schools report higher rates of self-efficacy than their
counterparts in segregated settings or special education schools. In other words, the role
of collaboration may increase teacher feelings of self-efficacy (Alghazo, 2005; Sarwati &
Alghazo, 2006). Self-efficacy has been shown to be positively related to job satisfaction,
job commitment, and lower rates of burnout and turnover (Sartawi & Alghazo, 2006).
These findings suggest that special education teachers in the UAE who collaborate may
experience higher levels of job satisfaction, self-efficacy, and instructional competency,
which in turn may help to improve teacher retention (Badr, 2019; Bataineh & Alsagheer,
2012; Sartawi & Alghazo, 2006).
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Policy to Practice Gap in Schools
As the Ministry of Education in the UAE works toward implementing inclusion as
a common practice, both general and special education teachers are learning to adapt to
changes in practices and settings (Anati, 2012; Bradshaw, 2009). Although legislative
changes have resulted in practical changes at the school level, a gap between new policy
and actual classroom practice is evident, particularly with regard to the use of conflicting
jargon (Arif & Gaad, 2008). Studies have identified improved access to general education
settings for special education students after the enactment of the changed legislation. The
legislation’s primary goal was increasing access to the general education environment
based on increased awareness, government funding, and reduced social stigma (Alborno,
2017; Arif & Gaad, 2008). Although the improved educational access suggests a
narrowing gap between policy and practice, research findings also identify remaining
challenges that lead to exclusionary practices. These challenges include a lack of
adequate teacher training for both general and special education teachers, a lack of
specialized services (e.g., occupational therapists or speech-language pathologists), and a
lack of understanding about new policies (Alborno, 2017; Anati, 2012). Special education
teachers in the UAE may lack access to resources or training necessary to teach
exceptional students, yet they are assessed and evaluated in the same manner as general
education teachers, suggesting another facet to the policy-practice gap in the UAE (Arif
& Gaad, 2008). Additionally, the lack of a special curriculum for special education
students may present challenges for both teachers and students, which may exacerbate the
gap between policy and practice in both general and special education settings (Alborno
& Gaad, 2014; Arif & Gaad, 2008). In sum, although the UAE has made significant
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strides in inclusionary practices over the past decade, the gap between policy and practice
continues to present challenges for both students and teachers but may be remedied by
additional training, welcoming school climate, and specialized curriculum (Alborno &
Gaad, 2014; Anati, 2012; Arif & Gaad, 2008).
Summary
This chapter has provided an overview of the notions of management and
leadership, the emergence of relational leadership, the theoretical framework, leadership
styles, and the influence of various demographic factors on perceived leadership. As
relational forms of leadership became more appropriate in the post-industrial era (Rost,
1991), transformational leadership became a widely applied leadership theory based on
its concepts that focused on inspiration, motivation, and staff development (Bass, 1999).
This chapter has also discussed the influence of leadership on students, teachers, and
schools in general education, special education, and international schools. Since its
introduction, transformational leadership has been applied extensively in general, special,
and international education, and has been found to have an impact on student success
(Gamble, 2009), teacher retention and satisfaction (Gong et al., 2013), and school culture
(Ayiro, 2014). Transformational leaders are found to have high rates of student
achievement in general and special education settings (Brander, 2013), high rates of
satisfaction and lower rates of turnover among teachers (Gkolia, Koustelios, & Belias,
2018), and high rates of schools’ collective efficacy (Bell, 2015).
In addition, this chapter provided an overview of unique challenges that Middle
Eastern countries face in implementing special education as well as research on current
special education practices in the Middle East. Within the Middle East, specifically,
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transformational leadership has been studied in international schools but may require
cultural modification due to the student and teacher diversity and changing service
delivery models for students with disabilities. Last, the chapter concluded with a review
of research on general and special education in the United Arab Emirates. The following
chapter will provide an overview of the research design, sample, data collection,
instrumentation, and data analysis.
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CHAPTER 3
METHODS
A search of recent literature revealed a paucity of studies related to exploring
leadership styles within special education in the UAE. Although the Multifactor
Leadership Questionnaire (MLQ; Avolio & Bass, 2004) has been administered in
research extensively within international settings to measure and describe leadership
styles, inconsistencies exist in terms of cultural modifications and appropriateness in the
Middle East and the UAE specifically (Alsayed et al., 2012; Jabnoun & Al-Rasasi, 2005;
Sheikh et al., 2013). This chapter will present the guiding research questions, detail the
research design, describe the research sites, specify the sample, outline the instrument,
explain the data collection and analysis procedures, as well as discuss study delimitations.
Research Questions
The overall purpose of this study was to gain further insight into leadership in
international special and general education schools while concurrently determining if
differences in perceived leadership styles of top-level leaders exist based on teacher
variables, including gender, years of experience, nationality, and the highest level of
education. Specific research questions included the following:
1) What is the relationship between school type and perceived leadership style as
identified by teachers in international special education schools?
2) What is the relationship between school type and perceived leadership style as
identified by teachers in international general education schools?
3) What is the relationship between perceived leadership styles and teacher
variables, including gender, years of experience, nationality, and the highest
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level of education between international special and general education
schools?
Research Design
A causal-comparative research design using survey methods was used since the
primary goal of the study centered on identifying the cause of differences that may exist
in leadership behaviors between two groups of individuals (Fraenkel, Wallen, & Hyun,
2015). Since the two groups of individuals already existed, a retrospective causalcomparative research design was most appropriate. In the current study, there was a noted
difference between the two groups of top-level leaders based on school type (e.g., special
or general education), so a relationship between leadership style and school type was
explored (Fraenkel et al., 2015).
The two comparison groups for the current study included top-level leaders across
two school types: four international special education schools and four international
general education schools. Leadership styles (e.g., transformational, transactional, and
passive-avoidant) served as the dependent variables in the study. School type was the
independent variable that was also the differing factor between the two groups.
Independent Variable
The independent variable was school type, either an international general
education school or an international special education school. The operational definition
of school type is as follows:
International special education school: This school type served multinational and
multilingual students with disabilities exclusively, so the students served include
only those with special needs. The school may or may not have charged tuition
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but were overseen by the local governing educational agency to ensure
compliance with federal United Arab Emirates (UAE) regulations. The school
utilized its own curriculum and instructional practices, rather than those of the
local public schools, and the administrative structure of the school organization
consisted of multiple levels with one individual in each school officially
designated as its top-level leader.
International general education school: This school type served multinational and
multilingual students, and the student population consisted mainly of general
education students. The school may have served students with disabilities, but the
majority population (between 80-90%) were general education students. The
school may or may not have charged tuition but was overseen by the local
governing educational agency to ensure compliance with federal UAE
regulations. The school utilized its own curriculum and instructional practices,
rather than those of the local public schools, and the administrative structure of
the school organization consisted of multiple levels with one individual in each
school officially designated as its top-level leader.
Dependent Variable
The dependent variable, often described as outcomes or effects of the independent
variable (Fraenkel et al., 2015), was leadership style. Although transformational
leadership is distinct, three potential leadership styles were identified by teacher
participants on the MLQ survey (Avolio & Bass, 2004), including transformational,
transactional, and passive-avoidant leadership. According to Foster (1989),
transformational leaders are considered relational leaders who motivate followers, foster
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followers’ strengths and potential, and push the organization forward toward a shared
goal and vision. Transactional leaders are often thought to resemble the industrial view of
managers since they are focused on completing tasks, staff obedience, and increasing
organizational efficiency and profit (Foster, 1989). Last, passive-avoidant leaders are
characterized by the active avoidance of decision making and involvement in a leadership
role (Bass, 1999).
Teacher Variables
Teacher variables were included as demographic controls to understand better
where respondents fit in the population to ensure appropriateness of conclusions
(Schmidt, 1997) and also address Research Question 3. This data allowed the researcher
to learn more about the respondent sample to determine if the respondents were
genuinely representative of the broader sample. Separating these teacher variables also
provided clarity in data interpretation as well as accuracy in generalizability. Previous
research (Barbuto et al., 2007; Eddins, 2012; Hakimi, 2005; Jantzi & Leithwood, 1996;
Maher, 1997; Navarro, 2005; Ojode et al., 1999) examined the influence of certain rater
(e.g., staff, employee, teacher) variables on leadership style. Leader demographic
variables were not included in the study as its purpose centered on leadership perceptions
and the influence of teacher variables on those perceptions. As detailed in Table 2, the
following teacher variables were included and controlled for during statistical analysis as
covariates including:
•

Highest level of completed education;

•

Total years of experience in the education field;

•

Total years of experience in the current position or role;
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•

Total years of experience working with the designated leader;

•

Nationality; and

•

Gender.

Table 2
Previous Research and Teacher Variables
Teacher variable of interest
Highest level of completed
education

Study
Barbuto et al. (2007); Ojode et al. (1999);
Vecchio & Boatwright (2002)

Total years of experience in the
education field

Eddins (2012); Elkaleh (2019); Hardman
(2011); Ojode et al. (1999)

Total years of experience in the
current position

Eddins (2012); Hardman (2011)

Total years of experience working
with the designated leader

Eddins (2012)

Nationality

Baumeister (2005); Hakimi (2005); Makai
(2006); Navarro (2005)

Gender

Antonakis, Avolio, & Sivasubramaniam (2003);
Jantzi & Leithwood (1996); Luthar (1996);
Maher (1997); Walumbwa, Wu, & Ojode (2004)

Threats to Validity in Causal-Comparative Design
As with any research design, inherent threats exist that threaten the internal
validity of the study; accordingly, specific threats in causal-comparative design were
explicitly addressed. First, there was a lack of randomization since the participants were
not randomly selected and placed into groups (Fraenkel et al., 2015). Based on the
differing factor of the independent variable, the two groups already existed, and thus
could not be randomized. This was discussed as a limitation of the study since it could
not be remedied given the nature of the design. Second, there was an innate inability to
manipulate the independent variable, since the differing factor already naturally existed
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between the two comparison groups (Fraenkel et al., 2015). This threat was addressed by
controlling for teacher variables during statistical analysis. Third, there was a possibility
of subject selection bias, since the researcher had no control over the formation of the
comparison groups and could not guarantee they were equivalent on every variable
outside of the independent variable (Fraenkel et al., 2015). This threat was again
addressed by controlling for teacher variables during statistical analysis. Last, there may
have been issues with location, instrumentation, and loss of subjects. Although the
location threat may have been a factor if the data collection had occurred under different
conditions for the different groups, this was controlled through the instrument design and
administration (Fraenkel et al., 2015). The instrument decay threat was minimal, as the
instrument was only administered one time per participant, with the exception of
participants at Special Education School A, who previously participated in the survey.
This was also addressed as a study limitation. Any possibility of data collector bias threat
was minimized through the use of an electronic survey. The loss of subjects threat was
addressed through the data collection and survey administration procedures.
Sampling
In addition to serving as controls to counter threats to internal validity, purposive
sampling was used to maximize the comparative element of the research design. For
causal-comparative research, especially, purposefully selecting comparison groups is
essential in exploring differences among individuals. Purposive sampling was used in the
present study to identify research sites based on the below-outlined criteria for both
school types as well as teacher participants within each site (See Table 2). The research
site and participant recruitment procedures aligned with purposive sampling based on the
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criteria for inclusion. Although the researcher was formerly employed at one of the
international special education schools (Special Education School A), identifying this site
was still part of the overall purposive sampling strategy. The researcher’s preexisting
personal relationship contributed to recruiting this research site.
Participant Criteria
For this study, the participant population was comprised of teachers in four
international special education schools (Abu Dhabi, Fujairah, and Dubai) and four
international general education schools (Dubai, Al Ain, and Abu Dhabi) in the UAE.
Within all of the research sites, purposive sampling provided the researcher with the
ability to identify teachers who meet the criteria for inclusion within the comparison
groups. In order to qualify for participation in the study, the sample included only
teachers whose primary responsibility was classroom instruction (any grade, subject, or
age). These individuals were selected by the top-level school leaders based on the above
inclusion criteria, and other individuals were excluded from the sample, based on the
purposive sampling strategy (Trochim, 2006). As a requirement for employment, all
teachers were proficient in English and held a Bachelor’s degree. It should be noted that
within the sampling frame, there were far more individuals available within various
departments of both schools than met the specified criteria. The selected schools
employed individuals outside of the traditional role of teacher (e.g., speech-language
pathologists, occupational therapists, or bus drivers). Consequently, purposive sampling
was used to select only individuals who met teacher criteria to qualify for participation.
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Participant Recruitment
The researcher utilized survey recruitment methods outlined by Dillman, Smyth,
and Christian (2009), specifically tailored design method in an attempt to increase
response rates. The following steps were addressed in the cover letter to survey
distribution participants:
•

Describe the purpose of the study and specify how the survey results will
be useful or influential to a community or organization;

•

State the significance of the study and ask for participants’ help in
collecting data to address the problem;

•

Ensure the survey contains only 54 items (e.g., about 15-20 minutes to
complete), and responses will remain confidential;

•

Emphasize that opportunities to respond are limited due to meeting
inclusion criteria for inclusion and convey that other participants have
responded.

Research Site Criteria
At the time of writing, there were 619 public (government), general education
schools and 643 private (non-governmental), general education schools in the United
Arab Emirates (UAE), of which the vast majority were non-governmental, international
schools (UAE Ministry of Education, 2019). Additionally, there were approximately 70
special education schools and centers. However, the exact number of special education
schools was not published on government websites (UAE Ministry of Education, 2019).
The research sites included eight schools (four international general education schools
and four international special education schools) in Abu Dhabi, Al Ain, Dubai, and
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Fujairah, United Arab Emirates in the Middle East. The eight schools were selected based
on the following criteria.
Location. All schools were located in the United Arab Emirates.
School type. The schools were international schools in nature based on the multinational
student population, multinational staff population, English-centered curriculum, and
independent governance (Hayden & Thompson, 2008). The schools had also been
designated as international schools by the Ministry of Education, and they also selfidentified as international schools based on the school names, mission, governance,
curriculum, and student and staff population.
Governance. Although the schools were overseen by the local educational agencies, they
operated outside of the realm of a traditional public school by following their own
curriculum. The schools were overseen by the local educational agencies to ensure
compliance with government regulations, but operations were largely overseen by
independent governing structures (e.g., executive leadership team or board of trustees).
Leadership structure. The schools had a leadership structure broken down into various
departments due to the large and intellectually diverse student population (e.g., Preschool
Department Head or Assistant Principal of Elementary). Each school had an officially
designated top-level leader.
Student population. All schools had a multinational, multilingual student population with
a similar age range. For the general education schools, the student population included
between 3-20% of students with disabilities or special educational needs.
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Staff population. All schools had a multinational, multilingual staff population. All
schools required as a condition of employment a basic level of proficiency in the English
language for instructional purposes. All staff had a minimum of a Bachelor’s degree.
Research Site Recruitment
Recruitment of research sites was initiated through contacts with school leaders or
administrators (via email) of several international schools in several cities in the UAE
(including Abu Dhabi, Dubai, Fujairah, and Al Ain) that met the above-outlined criteria.
School leader contact information was found on individual school websites. Although
many of the initial emails (provided on the school websites) directed the inquiry to the
schools’ receptionists or front offices, the researcher also utilized top-level school leader
emails whenever it was provided to the public. After sending an initial inquiry, the
researcher sent a follow-up email two weeks later. It was subsequently followed by a
final email one week later. This provided either the receptionist or the top-level school
leader three opportunities over a four-week period to respond and raise questions. A
nonresponse was considered a decline to participate in the study. Of the 23 school leaders
who responded to the initial inquiry, eight were provided with additional clarification and
information on procedures, background, and research purposes and subsequently agreed
to participate and approved the research study. Some of their specific questions included
survey topic, the timing of data collection, and confidentiality measures. Several top-level
school leaders expressed concern about providing teacher information and preference for
disseminating the teacher recruitment email on behalf of the researcher. To address this
concern, it was agreed that top-level school leaders would disseminate the survey.

84

Research Sites
Special Education School A, an international special education school located in
Abu Dhabi, served only students with disabilities. Consequently, there were no typically
developing (e.g., general education) students at the school. All of the students had been
diagnosed with autism, and many had other developmental delays and diagnoses as well.
The students ranged in age from two to 17 years of age. The needs of the students
dictated a need for more intensive instruction, so the school had a higher staff-student
ratio, was larger, and had a complex organizational structure. Due to the intensive student
needs, this school utilized a curriculum based on principles of Applied Behavior
Analysis, Individualized Education Plans (IEPs), and small group practices, and student
groupings were based on a combination of developmental level, abilities, behavioral
challenges, and age (rather than a traditional grade system). At the time of writing, the
school served 212 students and employed 173 teachers and 80 leaders total. At the time
of writing, 100% of the students identified as Arab but represented various countries
within the Middle East. There was no available information regarding the socioeconomic
status of students due to the school not charging tuition. This school’s top-level leader’s
title was Executive Director. The Executive Director’s supervisory role included direct
supervision of the Executive leadership team (including the Chief Program Officer and
the Chief Operating Officer), as well as indirect supervision of Assistant Directors,
Program Specialists, Lead Teachers (one per classroom), and classroom teachers (five-six
per classroom). Their supervisory functions also included oversight of school budget,
student outcome goals, school operations, family engagement as needed, research and
assessment as needed, and staff relations. The local governing educational agency in Abu
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Dhabi, Abu Dhabi Department of Education and Knowledge (ADEK), oversaw the
school’s operations, but the Executive Leadership Team was responsible for the school’s
governance.
Special Education School B, an international special education school located in
Fujairah, served only students with disabilities, including physical disabilities,
developmental delays, learning disabilities, and intellectual disability. The school served
42 students based on their IEPs who ranged in age from two to 20 years of age. The
school employed 20 teachers and two leaders total. There was no available data regarding
the socioeconomic status of students due to enrollment being free of charge to families
since the school was funded entirely by community and corporate donations. This
school’s top-level leader’s title was General Manager. The General Manager’s
supervisory role included direct supervision of the teaching staff, oversight of school
operations and budget, and student and family outcomes. Both the teachers and students
represented a multinational and multilingual population, as students were admitted
regardless of age, nationality, and socioeconomic status. The school was overseen by the
Ministry of Education for compliance and regulation, but the General Manager and Board
of Directors were responsible for most of the governance.
Special Education School C, an international special education school in Dubai,
served primarily students with autism and other developmental disabilities who ranged in
age from three to 20 years of age. This school utilized a holistic curriculum incorporating
IEPs, therapies, and small group practices. Student groupings were based on a
combination of developmental level, abilities, behavioral challenges, and age (rather than
a traditional grade system). The school served 50 students and employed 25 teachers and
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two leaders total. This school’s top-level leader’s title was Managing Director. The
Managing Director’s supervisory role included direct supervision of the teaching staff,
oversight of school operations and budget, student outcome goals, staff relations, and
compliance with the local governing agency. Approximately half of the students were
UAE nationals, and the remaining students represented various nationalities. There was
no available data regarding the socioeconomic status of students due to the school not
charging tuition. The local governing educational agency in Dubai, Knowledge and
Human Development Authority (KHDA), oversaw the school’s operations in terms of
compliance with the Ministry of Education, but the Managing Director and Board of
Directors were responsible for most of the governance.
Special Education School D, an international special education school in Dubai,
served students with a wide array of disabilities, including autism, developmental delay,
cerebral palsy, communication disorders, and intellectual disabilities, and ranged from
three to 17 years of age. This school implemented an interdisciplinary curriculum and
treatment approach that incorporated small group instruction targeting the students’ IEPs
and relevant therapies. Student groupings were based on a combination of developmental
level, age, mobility impairments, and behavioral challenges (rather than a traditional
grade system). The school served 198 students and employed 30 teachers and 13 leaders
in total. This school’s top-level leader’s title was Deputy Director. The Deputy Director’s
supervisory role included direct supervision of the Department Heads, indirect
supervision of the teaching staff, oversight of school operations, student outcome goals,
and compliance with the local governing agency. The students represented over 35
nationalities, but no specific demographic data was available. There was no available data

87

regarding the socioeconomic status of students due to the school not charging tuition, as
the school was funded by donations and fundraising. The local governing educational
agency in Dubai, KHDA, oversaw the school’s operations in terms of compliance with
the Ministry of Education, but the Deputy Director and Board of Directors were
responsible for most of the governance.
General Education School E, an international general education school, served
primarily typically developing students and served a smaller amount of atypically
developing students, which is typical of an inclusive school model (Jackson, K., et al.,
2017). The students with disabilities had a wide range of diagnoses and made up
approximately 3.2% of the total student population of 914 students, ranging in age from
four to 18 years old. The school employed 84 teachers and ten leaders. At the time of
writing, the student population represented over 70 nationalities, and although the school
charged tuition, socioeconomic information was confidential. This school’s top-level
leader’s title was Principal. The Principal’s supervisory role included direct supervision
of the Assistant Principals, as well as indirect supervision of the teaching staff, divided by
grade level. The Principal’s supervisory functions, similar to the special education school,
included oversight of student outcome goals, assessment, professional development,
school operations, family engagement as needed, and staff relations. This school utilized
a traditional grade system (Pre-K-12) and an Australian-based curriculum. The local
governing educational agency in Abu Dhabi, ADEK, oversaw the school’s operations in
terms of compliance with the Ministry of Education, but the Board of Trustees was
primarily responsible for the school’s governance.
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General Education School F, an international general education school in Abu
Dhabi, served primarily typically developing students who comprise a total student
population of 937 students, ranging in age from four to 18 years old. Approximately
4.8% of the student population had been identified as having special needs and received
special education services. The school employed 60 teachers and ten leaders. The student
population represented over 40 nationalities, and although the school charged tuition,
socioeconomic information was confidential. This school’s top-level leader’s title was
Principal. The Principal’s supervisory role included direct supervision of the Assistant
Principals and leadership team, as well as indirect supervision of the teaching staff,
divided by grade level. Their supervisory functions included oversight of student
outcome goals, assessment, professional development, school operations, and staff
relations. This school utilized a traditional grade system (Pre-K-12) and an Americanbased curriculum. The local governing educational agency in Abu Dhabi (ADEK)
oversaw the school’s operations in terms of compliance with the Ministry of Education,
but the Board of Trustees was primarily responsible for the school’s governance.
General Education School G, an international general education school in Al Ain,
served 630 typically developing students ranging in age from four to 18 years of age and
served a smaller amount of students (3.3% of the total population) with special needs.
The school employed 72 teachers and four leaders. The student population represented
over 40 nationalities, and although the school charged tuition, socioeconomic information
was confidential. This school’s top-level leader’s title was Head of School. The Head of
School’s supervisory roles included direct supervision of the Department Heads, as well
as indirect supervision of the teaching staff, divided by grade level. Their supervisory
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functions included oversight of student outcome goals, assessment, innovation initiatives,
professional development, school operations, and staff relations. This school utilized a
traditional grade system (Pre-K-12) and an American-based curriculum. The local
governing educational agency in Al Ain, ADEK, oversaw the school’s operations in
terms of compliance with the Ministry of Education, but the Executive Leadership team
was primarily responsible for the school’s governance.
General Education School H, an international general education school in Abu
Dhabi, served 1170 typically developing students ranging in age from five to 17 years of
age and served a smaller amount of students (3.9% of the total population) with special
needs. The school employed 86 teachers and 17 leaders. The student population
represented over 50 nationalities, and although the school charged tuition, socioeconomic
information was confidential. This school’s top-level leader’s title was Principal. The
Principal’s supervisory roles included direct supervision of the Vice Principals, as well as
indirect supervision of the teaching and support staff, divided by grade level. Their
supervisory functions included oversight of student outcome goals, assessment,
professional development, school operations, and staff relations. This school utilized a
traditional grade system (K-11) and an American-based curriculum. The local governing
educational agency in Abu Dhabi, ADEK, oversaw the school’s operations in terms of
compliance with the Ministry of Education, but the Board of Advisors was primarily
responsible for the school’s governance.
Table 3 below presents a summary of the research sites.
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Table 3
Research Sites
Characteristic
School type

School A

School B

School C

School D

School E

School F

School G

School H

Special
education

Special
education

Special
education

Special education

General education

General education

General
education

General
education

Location

Abu Dhabi

Fujairah

Dubai

Dubai

Abu Dhabi

Abu Dhabi

Al Ain

Abu Dhabi

Student age

Ages 2-17

Ages 2-20

Ages 3-20

Ages 3-17

Pre-K- 12

Pre-K- 12

Pre-K- 12

K-11

Student total

212

42

50

198

914

937

630

1170

Percentage of
students with
disabilities

100%

100%

100%

100%

3.2%

4.8%

3.3%

3.9%

Teacher total

173

20

25

30

84

60

72

86

Leader total

80

2

2

13

10

10

4

17

Leaders at
equivalent level

1 (Executive
Director)

1 (General
Manager)

1 (Managing
Director)

1 (Deputy
Director)

1 (Principal)

1 (Principal)

1 (Head of
School)

1 (Principal)

Governance

Exec.
Leadership
team, ADEK

Ministry of
Education,
Board

KHDA, Board

KHDA, Board

Board of Trustees,
ADEK

Board of Trustees,
ADEK

Exec.
Leadership
team, ADEK

Board,
ADEK

Curriculum

Based on IEPs
and ABA

Based on IEPs

Based on IEPs

Based on IEPs

Australia- based

U.S.-based

U.S.-based

U.S.-based

Funding

ADEK

Community and
corporate
donations

KHDA

Donations and
fundraising

Tuition from
families

Tuition from
families

Tuition from
families

Tuition from
families
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Instrument
Avolio and Bass (2004) developed the Multifactor Leadership Questionnaire
(MLQ) to identify and measure behaviors aligned with transformational, transactional,
and passive-avoidant leadership. Since its development, the MLQ (Avolio & Bass, 2004)
has been applied in studies around the world and translated into many languages
(Rowold, 2009). The instrument has been applied in an array of contexts and
organizations, including: industrial companies, educational settings, and healthcare
administration (Avolio, Bass, & Jung, 1999; Ayiro, 2014; Bass, 1999;). The rater form
allows leaders’ subordinates to rate the leaders’ behaviors anonymously. The most recent
iteration, the 5X-Short Rater Form containing 45 items, was used in the current study
(Avolio & Bass, 2004).
The MLQ is composed of nine subscales to measure three leadership styles. Each
of the nine subscales is addressed by four individual survey items in random order. Five
of these subscales measure the following transformational leadership characteristics
(Avolio & Bass, 2004):
•

Inspirational motivation, which centers on the leader’s articulation and
representation of the organizational vision to motivate followers;

•

Idealized influence (attributes), which refers to the leader’s attributes and values
that the leader utilizes to build trusting relationships with followers;

•

Idealized influence (behavior), which involves the acting upon the leader’s
attributes to emphasize a collective organizational vision based on values;

•

Intellectual stimulation, which centers on challenging followers to solve complex
problems and motivate them to implement solutions;
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•

Individualized consideration, which focuses on the leader’s consideration of
individual needs in developing followers’ strengths (Rowold, 2009).
The five subscales of transformational leadership behavior as measured by the

MLQ include (a) builds trust; (b) acts with integrity; (c) inspires others; (d) encourages
innovative thinking; and (e) coaches people (Avolio & Bass, 2004). The MLQ combines
these subscales into one total score to measure transformational leadership behaviors.
The MLQ also contains the following two subscales focusing on transactional
leadership traits and behaviors (Avolio & Bass, 2004):
•

Contingent reward, which centers on the leader’s distribution of material or
psychological rewards upon task completion;

•

Active management-by-exception, which describes when leaders actively search
for followers’ deviation from rules and organizational standards and then take
corrective action;
The two subscales of transactional leadership as measured by the MLQ (Avolio

& Bass, 2004) include (a) rewards achievement and (b) monitors mistakes, which aligns
with the theory’s components of transactional leadership. The MLQ keeps these two
subscales as separate scores to measure transactional leadership behaviors.
Last, the MLQ contains the following two subscales focusing on passiveavoidant, or Laissez-faire behavior (Avolio & Bass, 2004):
•

Passive management-by-exception, which emphasizes leaders taking corrective
action after followers’ rule deviation.

•

Laissez-faire leadership; which essentially describes the absence of leadership
(Rowold, 2009).
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The two subscales of passive-avoidant leadership as measured by the MLQ
(Avolio & Bass, 2004) include (a) fights fires and (b) avoids involvement, which aligns
with the theory’s concept of passive-avoidant leadership. The MLQ keeps these two
subscales as separate scores to measure passive-avoidant leadership behaviors.
The MLQ also includes outcome criteria based on nine survey items that focus on
rating the leader’s effectiveness and follower satisfaction (Avolio & Bass, 2004), which
were excluded from data analysis since it was not a focus of this study. These items are
tangential from the focus of the present study, which was perceptions of leadership styles
rather than perceptions of leadership outcomes. Participant responses to the MLQ (Avolio
& Bass, 2004) were based on a 5-point Likert scale format (Likert, 1932). This format
was designed to measure both the frequency and extent to which individuals display
transformational, transactional, and passive-avoidant leadership behaviors. Frequency
measured how often the behavior was observed: 0=not at all (0% of the time); 1=once in
a while (25% of the time); 2=sometimes (50% of the time); 3=fairly often (75% of the
time); and 4=frequently, if not always (100% of the time). The extent to which
individuals display these behaviors was measured as intensity using the same scale
format (Avolio & Bass, 2004). The language used in each item required raters to focus on
measurable, observable behaviors rather than subjective or vague labels (e.g., ‘speaks
optimistically about work,’ rather than ‘is positive’). Sample items of the MLQ 5X-Short
Rater Form (Avolio & Bass, 2004) include; “Provides me with assistance in exchange for
my effort,” “Re-examines critical assumptions to question whether they are appropriate,”
“Fails to interfere until problems become serious,” and “Is absent when needed.”
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Translation
The MLQ (Avolio & Bass, 2004) was administered in English and Arabic upon
obtaining approval from Mind Garden, Inc., as the instrument is copyrighted and unable
to be reproduced or distributed without written permission (See Appendix B). The
targeted scale with the corresponding leadership style is outlined in Appendix G. The
researcher utilized the Arabic translation provided by previous researchers who had
administered and validated the translated instrument (Alsayed et al., 2012), as the Arabic
translation provided by Mind Garden, Inc. had not previously been tested. A professional
translator translated the remaining demographic items, survey directions, and cover letter
introduction into Arabic. A different, second professional translator was then asked to
translate the entire survey into English to ensure consistency of meaning. When minor
differences were discovered, the second professional translator corrected the Arabic
translation until equivalence was reached between the two languages. This backtranslation procedure ensured accuracy in both languages and consistency of meaning.
Furthermore, the UK IRB had the survey reviewed by an Arabic language specialist as
part of its review process and was approved on March 2, 2020. Consequently, the survey
instrument included both English and Arabic language for all items.
Open-ended Questions
In addition to the MLQ (Avolio & Bass, 2004) items and demographic items, the
survey also contained two open-ended questions. The first question, In your opinion,
what are (School leader’s name)’s most important strengths?, sought to elicit responses
regarding specific behaviors or traits that the school leader exhibited. The second
question, In your opinion, what are some areas of improvement for (School leader’s
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name)’s leadership?, sought also to elicit responses regarding specific behaviors or traits
teachers felt the leader could improve upon. Both questions were worded to gather
information on leader behaviors that were aligned with the three leadership styles
measured by the MLQ (Avolio & Bass, 2004). These questions provided supplementary
data for Research Questions 1-2, as they targeted specific behaviors that describe
leadership styles addressed by the MLQ items (See Appendix G).
Layout
Participants in each school received a survey unique to their school. It included
the school name and name of the top-level school leader who was the focus of the survey.
The first page of the survey included a brief introduction and an indication of informed
consent, as well as directions on survey completion. Specifically, teachers were asked to
rate their top-level school leader by name. The school leaders’ names were embedded in
the directions on each page of the survey. The second page of the survey contained the
following questions:
•

School placement (respondents selected school name from the drop-down
list to ensure consistency and accuracy of survey completion);

•

Gender (male or female);

•

Nationality (respondents typed in open-response text box);

•

Highest level of completed education (Bachelor’s degree, some graduate
coursework or currently enrolled in a graduate program, or graduate
degree, including a Masters degree, Ph.D., or Ed.D);

•

Total years of experience in education (respondents selected from a dropdown list containing individual numbers 1, 2, 3…15, and 16 or more);
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•

Total years in current position (respondents selected from a drop-down list
containing individual numbers 1, 2, 3…15, and 16 or more);

•

Total years working with the school leader (respondents selected from a
drop-down list containing individual numbers 1, 2, 3…15, and 16 or
more).

The third and subsequent pages contained MLQ items (Avolio & Bass, 2004). See
Appendix G for a general summary of the survey items and the subsequent relationship to
the study’s guiding research questions. This general summary includes a relationship
between the survey items and the dependent variables (e.g., leadership styles as measured
by the MLQ). A specific review of survey items would breach Mind Garden, Inc.’s
copyright agreement.
Quality Assurances
The following section will describe the instrument’s quality assurances, including
validity and reliability. The validity is reported based on previous research, and the
reliability is reported based on the instrument’s authors’ research. The present study’s
reliability scores are reported in Chapter 4.
Validity. The MLQ (Avolio & Bass, 2004) has become the most widely used
instrument in assessing transformational leadership behaviors and has also been the bestvalidated measure (Avolio et al., 1999; Muenjohn & Armstrong, 2008). Although the
instrument drew criticism regarding “item wording, lack of discriminant validity among
certain leadership factors and the incorporation of behaviors and attributions in the same
scale,” (Avolio et al., 1999, p. 442) researchers have since validated its use and provided
evidence supporting the incorporation of both behaviors and attributes (Antonakis et al.,
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2003; Avolio et al., 1999). Avolio and Bass (2004) have also reduced the instrument to
contain fewer items in order to avoid redundancy or correlation across leadership styles,
based on criticism from previous research, and the most current model (5X form) showed
significant statistical improvement (Antonakis et al., 2003; Avolio et al., 1999).
Additionally, the most current form which utilizes the nine-factor leadership model,
based on the nine subscales, was found to be the best fit in terms of structural validity and
reliability (Muenjohn & Armstrong, 2008). The current nine-factor model has been
translated into Arabic and tested via confirmatory factor analysis (CFA) by Alsayed,
Motaghi, and Osman (2012). These researchers determined that the instrument remained
valid, though some items were recommended for deletion or rearranging based on
commonalities. The results of this CFA show that the three factors (three leadership
styles) explained 73.104% of the total variance, and the Kaiser-Meyer-Olkin (KMO) test
scores were high (0.928) with a statistical significance for the Bartlett’s Test of Sphericity
as well (Alsayed et al., 2012). Taken together, these findings support the validation of the
MLQ (Avolio & Bass, 2004) translated into Arabic and implemented in a non-Westerncentric context.
Reliability. Avolio and Bass (2004) reported the MLQ’s reliability of the
leadership factor scales as high overall with Cronbach’s alphas ranging from 0.63 to 0.92,
which provides support for the instrument’s reliability, given the regarded score of 0.70
as the standard threshold for reliability. Despite a few lower values on certain
transactional subscales that have been criticized for overlapping with transformational
leadership, the instrument’s reliability has been proven to remain high (Avolio & Bass,
2004). The instrument is found to remain highly reliable when translated into multiple

98

languages (Alsayed et al., 2012). Alsayed et al. (2012) reported other research findings of
the application of the MLQ (Avolio & Bass, 2004) in terms of reliability and found:
scores of 0.98 and 0.89 in transformational and transactional subscales in the US; 0.95
and 0.83 in transformational and transactional subscales in Israel; 0.98, 0.89, and 0.71 in
transformational, transactional, and passive-avoidant subscales in Mexico; and 0.98, 0.94,
and 0.88 in transformational, transactional, and passive-avoidant subscales in Palestine.
These high scores in multiple languages across several countries provide support for the
instrument’s reliability in a cross-cultural context (Alsayed et al., 2012). These reliability
results were compared to the reliability results of the current study upon completion of
data analysis.
Data Collection
For the current study, data were collected using the MLQ survey (Avolio & Bass,
2004). The survey was administered to all teacher participants by their respective toplevel school leader via email using Qualtrics measurement software. Web-based survey
research was appropriate due to its low cost, quick response time, access to large numbers
of potential respondents, and ease of data collection (Dillman, Smyth, & Christian, 2009).
The potential disadvantage of requiring access to technology to complete a web-based
email survey (Sue & Ritter, 2007) did not apply in this study, as all individuals in the
sample were provided with laptop computers as part of their employment as well as the
availability of the Qualtrics mobile application.
Consent was explicitly addressed in the survey’s cover letter and indicated on the
first page of the web-based survey when participants clicked “continue.” Participants who
already completed the survey were thanked and asked to disregard the reminder emails.
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To protect the respondents’ rights, the data were stored on REDCap, a secure web-based
application used to store data securely upon the completion of data collection.
After obtaining IRB approval of the modified English and Arabic language survey
for this study, the researcher sent the initial recruitment email to the eight school leaders
who had previously agreed to participate in the study. The top-level school leaders then
forwarded the email to the teacher listserv and confirmed to the researcher that the email
had been forwarded. Three days after sending the recruitment email, the researcher was
notified that the UAE Ministry of Education closed all schools (government, private, and
international) for four weeks due to a global pandemic (COVID-19). For general
education schools, the first two weeks of the four-week closure were allotted to spring
vacation, and the second two weeks were allotted to remote work when teachers were
expected to employ distance learning methods. Some of the special education schools
were able to remain open due to the Ministry allowing exceptions for schools serving
students with special needs. The remaining special education schools immediately began
remote work and had spring vacation later in the school closure period. Other schools
opted to delay sending the recruitment emails due to the unforeseen circumstances that
added significant stress to the school communities.
To accommodate both school leader wishes and the unexpected school closures,
Special Education Schools A-D were on a different data collection timeline than General
Education Schools E-H. The special education schools had a one-week spring vacation in
the middle of the four-week data collection timeline. Special Education Schools A-D sent
the initial recruitment email prior to spring vacation (March 2, 2020), which allowed nine
working days before teachers were on vacation. The first reminder email to Special
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Education Schools A-D was sent upon return from spring vacation (March 22, 2020). The
second reminder email was sent one week after the first reminder email (March 29,
2020). General Education Schools F-G sent the initial recruitment email upon return from
spring vacation during the remote work period (March 22, 2020) and followed the fourweek timeline for data collection, including the two reminder emails (April 5, 2020 and
April 12, 2020). General Education Schools E and H opted to delay sending the
recruitment email until after the remote work period began (March 31, 2020). The total
window for participation in the study was 31 days, although the exact dates differed.
Data Analysis
Prior to conducting data analysis, the researcher utilized the below-outlined
scoring procedures to calculate the average score for each item, subscale, and overall
leadership style. These scoring procedures were applied for each of the eight school
leaders.
Scoring Procedures
In order to determine the perceived leadership styles of top-level leaders across
two school types (i.e., special and general education) and thus address Research
Questions 1-3, the researcher totaled and averaged the score for each subscale item of the
responses on the MLQ (Avolio & Bass, 2004) and then compared the average score to the
MLQ’s research- validated benchmark (50th percentile norm score). The researcher
calculated the average scores and compare to the norm as follows.
•

Utilized Statistical Package for the Social Science (SPSS) to create
dummy variables for each subscale aligning with transformational (5
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total), transactional (2 total), and passive-avoidant (2 total) leadership
styles separately based on the corresponding four items per subscale.
•

Utilized SPSS to create new dummy variables for transformational,
transactional, and passive-avoidant leadership styles based on the above
subscales.
o In accordance with the MLQ scoring guide (Avolio & Bass, 2004),
transformational leadership subscales were combined into one total
score by totaling and averaging the five subscales’ scores.
Transactional and passive-avoidant leadership subscales were
separated into two scores on the instrument itself, but for analysis
purposes, these subscales were totaled and averaged to produce
one score for transactional and passive-avoidant leadership
behavior, respectively. Antonakis et al. (2003) studied multi-factor
leadership utilizing the MLQ scoring guidelines and successfully
pooled together scores for transactional and passive-avoidant
leadership as utilized in the present study.

•

Calculated the mean for each subscale and leadership style for each
individual school site.

•

Tabulated by individual school sites as well as grouped by school type
(e.g., Special Education Schools A-D together and General Education
Schools E-H together).
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•

Compared the average scores for each subscale and leadership style
(individual school sites and grouped by school type) to the 50th percentile
benchmark norm score provided by Mind Garden, Inc.
o If the average score was at or above the benchmark norm, the
school leader was considered to exhibit that subscale’s
corresponding leadership style.
o If the average score was at or above benchmark in multiple
categories, the researcher chose the highest value to classify the
school leader as primarily exhibiting that leadership style.

Although a top-level school leader could display numerous leadership styles, the
researcher chose the style with the highest score as their predominant leadership style for
analysis purposes. Since teachers completed the Rater Form for the top-level leader in
their respective schools, the mean score for each leadership style subscale reflected the
respondents’ beliefs about the same leaders from the leader sample. Respondents were
also asked to select the name of the school leader as well as follow directions to rate that
individual by name to ensure consistency of ratings of the same individual. Since the
MLQ (Avolio & Bass, 2004) scoring procedures were designed to rate an individual
compared to the norm (e.g., more transactional than the norm), rather than designate a
label identifying a leadership style (e.g., transactional leader), these recommended
procedures were used with the researcher’s scoring procedures to allow for more robust
comparative analysis (Antonakis et al., 2003). Further, the average scores for each
leadership style were necessary for statistical analysis, so utilizing the highest score as
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well as comparison to the norm provided a more in-depth analysis. See Table 4 below for
an example of the scoring procedures.
Table 4
MLQ Scoring Procedures Example
Leadership Style

Subscale

Idealized
influence
(attributed)
Idealized
influence
(behavior)
Transformational Inspirational
motivation
Intellectual
stimulation

Transactional

Passive-avoidant

Individual
consideration
Contingent
reward
Management
by exception
(active)
Management
by exception
(passive)
Laissez-faire

Raw Score

50th
Percentile
Benchmark
Score*

2.5

3.00

2.25

2.75

1.5

3.00

3.0

2.75

1.25

2.82

3.5

2.86

3.0

1.67

2.5

1.00

2.0

Average
Score –
Benchmark
Scores*

Average
Score

2.86

2.1

2.27

3.25**

0.75

2.25

0.50

Note. *Avolio & Bass, 2004; **Indicates this leader’s highest score corresponds with
transactional leadership behaviors, suggesting they align primarily with transactional
leadership style. However, their transformational score was lower than the norm, and
passive-avoidant score was higher than the norm.
Data Analysis Procedures
In accordance with the causal-comparative design, the first step in data analysis
(upon completion of the scoring procedures) was the construction of frequency polygons
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(Fraenkel et al., 2015). Frequency polygons allow researchers to graphically compare sets
of data from two groups (McGraw, 2004). Frequency polygons were used to graphically
compare distributions across groups (McGraw, 2004). Missing data were eliminated from
the dataset if five or more items were missing per response and a minimum of 25 total
responses were recorded for each variable. Any responses with missing demographic data
were removed from the dataset, as these covariates were required for SPSS analysis. Any
responses with missing data to the open-ended questions were still included in the
dataset.
The second step involved descriptive statistics. Quantitative data were analyzed
using the Statistical Package for the Social Science (SPSS) software. Descriptive
statistics included measures of central tendency, such as the mean, and measures of
variability, such as the standard deviation (Lewis-Beck & Lewis-Beck, 2015). These
measures were produced for each of the three leadership styles (transformational,
transactional, and passive-avoidant) and visually represented in frequency tables to
identify response trends. The statistical variables from addressing Research Questions 1-3
included scores produced for each leadership style as compared to the research-validated
benchmark scores, which served as criteria to determine if a leader’s reported leadership
style fell into one of the three potential leadership style categories.
The third step in data analysis of a causal-comparative design typically involves a
t-test to determine whether or not the differences between two groups of individuals are
statistically significant, and if they reflect differences in the broader population from
which the groups were sampled (Field, 2017). For the current study, the t-test hypothesis
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was unnecessary since the test did not allow the researcher to control for covariates.
Instead, the third step involved hierarchical linear modeling.
Hierarchical Linear Modeling
Both ANCOVA and hierarchical linear modeling (HLM) fall under the same
umbrella of general linear models, and therefore can both be utilized to compare two
groups, despite ANCOVA being traditionally used in a causal-comparative design (Field,
2017). The categorical covariates made an ANCOVA inappropriate, and HLM was more
appropriate given the opportunity to control for both categorical and continuous
covariables while examining data by school type (Field, 2017). Previous research has
effectively utilized hierarchical linear models in comparative design and provides a
rationale for its use in place of ANCOVA or ANOVA (Astin & Denson, 2009). HLM
was used to determine if statistically significant differences existed between the eight
school sites for each leadership style score while controlling for teacher variables and
taking school type into account (Field, 2017). Utilizing HLM allowed the researcher to
account for the hierarchical structure of the data after analyzing data at the individual
school level (Field, 2017) by exploring the influence of school type on teacher
perceptions of leadership styles.
This statistical model provided the opportunity to analyze the dependent variable
(e.g., leadership style) while also analyzing the teacher variables without violating any
assumptions of the test or the instrument. Teacher variables served as covariates in the
current study and included the following: (a) the highest level of completed education;
(b) total years of experience in the education field; (c) total years of experience in current
position; (d) total years of experience working with the designated leader; (e) nationality;
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and (f) gender. The highest level of completed education and gender were categorical
variables. Nationality was coded and collapsed into a categorical variable during analysis.
Continuous variables (total years of experience in education, total years of experience in
current position, and total years of experience working with the designated leader), were
transformed into categorical variables by creating ranges of years into discrete categories.
In utilizing the MLQ scoring guide (Avolio & Bass, 2004), three leadership style scores
(one for each leadership style addressed in the instrument) were produced, requiring three
regression models. A comparison of the prevalence of leadership styles among leaders
across two different school types was based on the criteria from the MLQ (Avolio &
Bass, 2004) research-validated benchmark as compared to the raw score for each
subscale.
Addressing threats to causal-comparative design validity. To strengthen the
causal-comparative design and counter the potential threats to internal validity, the
researcher controlled for teacher variables through statistical analysis to ensure the
comparisons were equal. The researcher utilized this technique to control for gender, total
years of experience, years of experience in current position, years of experience working
with the respective leader, the highest level of completed education, and nationality.
Controlling for variables. The sampling frame was the researcher’s primary
method of controlling for variables in the present study. The teacher variables were
roughly the same regarding gender and nationality, which was representative of the
cities’ population as well. Since over 80% of the country’s population was made up of
expatriates from countries all over the world (Akkari, 2015), the staff in all the schools
were extremely diverse and representative of several nationalities. Although the
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researcher anticipated the gender spread to be similar between the school sites, these data
were analyzed before analyzing the results to determine if the data were too widely varied
and also to ensure an adequate sample size. School size would have been difficult to
control for, given the smaller size in special education school based on the more intensive
student needs, so the differences in school size were addressed as a study limitation.
In a causal-comparative research design, the recommended sample size for each
variable is approximately 25-30 responses (Borg & Gall, 1979). In survey research, the
recommended total sample size for each major sub-group (e.g., comparison group) is
approximately 100 responses (Borg & Gall, 1979) and at least 25 for each minor subgroup, or variables within the larger overall group. In the present study, the total sample
size of teachers in the special education schools and the general education schools was as
close to 300 as possible across each school type (248 across special education schools
and 302 across general education schools). The researcher needed to obtain
approximately 100 responses across each school type, including 25 responses for each
sub-group and variable (e.g., 25 males and 25 females to account for gender). The
teachers at Special Education School A completed the survey previously for a total
response rate of 32%, so the approximate sample size of 300 per sub-group (i.e., by
school type) was deemed reasonable given the previous response rate to obtain a sample
of approximately 100 responses for each sub-group. If the dataset did not reach the
necessary threshold of 25 responses for each variable, the variable was eliminated from
data analysis.
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Assumptions
Prior to any statistical tests, assumptions were tested to ensure appropriateness
and confidence in statistical analyses. The primary assumption of producing descriptive
statistics is independence, or basically, respondents in the sample have no relationship.
For example, this assumption helped to ensure that a leader within one of the
international special education schools did not have a relationship with a teacher within
another school. This assumption was accounted for in the survey design through the
sampling strategy.
Assumptions of hierarchical linear modeling include the absence of outliers. The
presence of outliers in the data set could skew or distort results due to a lack of good fit
into the model (Lewis-Beck & Lewis-Beck, 2015). Outliers also affect the parameter
estimates, which alters both the graphical and statistical analysis. Another assumption of
this statistical test is normality of residuals, or the normal distribution of residuals, which
involves additional statistical tests (Field, 2017). The assumption of normality of
residuals applied to leaders across all three leadership style scores. This test also assumes
linearity, which implies the independent variable has a linear relationship with the
dependent variable (Field, 2017). The assumption of homoskedasticity also applies to
ensure the residuals’ error terms are evenly spread (Field, 2017). The assumption of
independence is not needed for HLM analysis due to the nested nature of the dataset
(Field, 2017).
Open-Ended Question Analysis
To analyze data obtained from the two open-ended questions, categorizing
strategies, including coding and thematic analysis, were used. Coding involves arranging
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data into categories to sort and compare data within categories (Maxwell, 2013). A
deductive coding frame aligned to the MLQ survey items (Avolio & Bass, 2004), based
on the three leadership styles included as dependent variables, was used. The nine
categories included the nine MLQ subscales of the quantitative survey items. Categorical
coding matrices were used to sort the open-ended qualitative data according to leadership
style and corresponding traits based on the study’s theoretical framework, which included
the pre-existing MLQ subscale categories (Maxwell, 2013). Open-ended data from the
first question regarding leader strengths contributed to the enhanced understanding of
quantitative data to support the notion of prevalent leadership styles, while open-ended
data from the second question regarding leader areas of improvement contributed by
comparing the descriptive data with instrument responses for consistency of ratings.
The purpose of these supplemental questions was to enrich the researcher’s
understanding of quantitative data. Qualitative data collected from the open-ended
responses on the survey were transcribed and translated as necessary. The data were then
reviewed, organized by the nine categories, and sorted by school. The sorted data was
then reviewed by individual category across each of the four schools within the two
school types, and finally reviewed by individual category across the two school types to
better understand overall consistencies and inconsistencies by school type. The coding
and categorizing strategies were used to generate common themes and discrepancies in
order to better understand teacher perceptions of leadership across two school types.
Delimitations
Several delimitations arose due to the nature of the research design, data
collection method, and instrumentation. These delimitations were unavoidable based on
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the research design, data collection procedures, and instrument, but limitations arising
from data analysis are outlined in Chapter 5. There were four limitations given the design
of the study. First, given the nature of causal-comparative research design, the researcher
had no control over the independent variable and could not manipulate them since the
differences between the two groups of individuals already existed (Fraenkel et al., 2015).
Second, the researcher had no control over preexisting employment placement by school
type, and thus, randomization was not possible given the nature of the design (Fraenkel et
al., 2015. Third, a limitation of causal-comparative research is the difficulty in
determining whether the independent variable affected the dependent variable or vice
versa, so reverse causation may have potentially arisen (Fraenkel et al., 2015). Fourth, as
with many survey studies, the instrument was administered to teachers who were asked to
complete based on their perceptions of supervisors’ behavior. These reflections may not
have been objective as teachers may have felt uncomfortable describing their supervisors’
behaviors.
Also, delimitations may have developed due to the data collection method. Due to
the nature of the availability and substantial prevalence of international general education
schools in the chosen region, the data may not be representative of all cities in the Middle
East or all regions around the world, which may impact the generalizability of the results.
However, due to the paucity of international special education schools, the research sites
differed in size and structure based on student needs. In the region, students with more
intensive needs are often served in smaller environments that more closely resemble
clinical or medical settings, which limited the availability of special education schools to
choose for inclusion in the study. Thus, the researcher was not able to control for school
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size as an extraneous variable. Additionally, the researcher did not have access to the
teachers’ information and instead relied on school leaders to disseminate the survey to
obtain indirect access to the teachers in the sample. This dissemination method may have
created a sense of obligation and bias among teachers to complete the survey or to
complete the survey favorably. This dissemination method also limited the amount of
demographic information about the total population available to the researcher. As a
result of the lack of access to demographic information of the entire teacher population in
the present study, there may have been a potential biased response problem due to the
inability to compare the population and sample to ensure a representative sample was
indeed achieved. This lack of information eliminated the potential of utilizing weighted
strategies, including nonresponse adjustments, to account for a non-representative
sample.
Delimitations may also have arisen due to the instrumentation. The gender item
contained only two selection options: male and female. The addition of a third option to
not identify may have led to the elimination of data given that gender was included as a
covariate in data analysis, but the collected data may not reflect all gender identities.
Also, the Arabic translation of the survey (provided by authors Alsayed et al., 2012) was
tested and validated in a Palestinian dialect of Arabic, but given the dialectical
differences in language, there may have been translation issues between the provided
Palestinian dialect and the local Emirati dialect. Also, the IRB required an independent
review of the Arabic language used in the survey instrument, and the nationality of the
reviewer was not disclosed by the IRB to the researcher. This may have influenced
several wording and grammatical changes required for IRB approval of the translated
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instrument. Last, respondents at one of the international special education schools
(Special Education School A) were administered the survey twice in order to allow for
survey improvements, and this limitation could have contributed to a loss of potential
responses and potentially changed sample demographics (Duncan & Kalton, 1987).
Limitations resulting from data collection timing, data analysis constraints, and
instrumentation issues are discussed in Chapter 5.
Summary
This study sought to explore differences in perceived leadership styles of toplevel leaders in international general and special education schools. Although a review of
the literature identified transformational leadership styles in international general
education and special education, it is also evident that there is a paucity of literature that
applies transformational leadership in a comparative manner. The use of the MLQ
(Avolio & Bass, 2004) provides an effective and appropriate way to generate data to
explore leadership behaviors among these top-level leaders, and this data generated new
knowledge of leadership in these two school types. This chapter outlined the research
design, research sites, sample, instrumentation, data collection procedures, and data
analysis procedures. The following chapter will discuss the results of the data analysis.
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CHAPTER 4
RESULTS
Many countries have attempted to replicate American special education service
delivery models (Jackson, L., et al., 2018), and educational leadership continues to
remain crucial to student and staff success (Pazey & Cole, 2012). Within the United Arab
Emirates (UAE) specifically, leadership is less well understood. Despite the surge in
UAE international schools and simultaneous growth of the population of students with
disabilities, there remains a gap in the literature on teacher perceptions of leadership in
UAE international schools. Further, the literature on teacher variables on leadership
perceptions is relatively inconsistent and is also scarce in international settings.
Consequently, the present study sought to address this gap in the literature as well as add
to the knowledge base on the use of the Multifactor Leadership Questionnaire (MLQ;
Avolio & Bass, 2004) in an international context. To generate new knowledge for
practitioners and scholars, the present study endeavored to compare leadership styles of
international school leaders across both general and special education while
simultaneously identifying teacher variables that may influence their perceptions of
leaders’ behaviors. In summary, the present study attempted to answer the following
questions:
1) What is the relationship between school type and leadership style as identified
by teachers in international special education schools?
2) What is the relationship between school type and leadership style as identified
by teachers in international general education schools?
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3) What is the relationship between perceived leadership styles and teacher
variables, including gender, years of experience, nationality, and the highest
level of education between international special and general education
schools?
As supported by literature discussed in Chapter 2 and the research methods
presented in Chapter 3, this chapter presents results from the MLQ (Avolio & Bass,
2004) used in the present study to measure perceived leadership behaviors utilizing the
transformational leadership framework. First, frequencies are presented to describe the
demographic characteristics of the sample. Next, the psychometric properties of the
instrument, including reliability, are discussed. Then, descriptive statistics are presented
that may provide insights into teachers’ perceptions of leadership styles of school leaders
in international special and general education schools and thus address Research
Questions 1 and 2, respectively. The results of the open-ended questions are presented as
supplementary to the descriptive statistics to address Research Questions 1 and 2. Last,
results from the hierarchical linear models are presented to describe the influence of
teacher variables and also address Research Question 3. Interaction terms of the
hierarchical linear modeling are presented to address the differences by school type as
well as the differences based on teacher variables.
Data Preparation
The study population (N=550) consisted of a sample of teachers at four
international general education schools and four international special education schools in
the United Arab Emirates. A total of 279 responses were initially collected, but
completely blank responses or responses with excessive missing data were immediately
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removed. A Little’s Missing Completely at Random (MCAR) test was conducted to
analyze missing data after removing completely blank responses. These MCAR results
were

(1730, n = 279) = 1671.22, p = 0.84. These test statistics indicate the need to

accept the null hypothesis, which denotes the missing data was missing completely at
random or that there were no patterns in missing data by school type or teacher variable
(Tabachnick & Fidell, 2007). The MCAR results also showed the missing cases for each
variable ranged from 1-13%. Appendix F displays the missing data for each survey item
from the collected response data set.
Upon data inspection, survey fatigue was evident in the number of blank and
incomplete responses toward the end of the survey. As a result, the researcher eliminated
the responses of participants who skipped five or more items. Thus, the usable response
sample included only those respondents who skipped four or fewer items. After removing
responses with five or more missing items, a second MCAR test was conducted to verify
the final usable sample contained data missing completely at random (Tabachnick &
Fidell, 2007). These results were

(1500, n = 218) = 1343.61, p = 1.00, which confirmed

the data were missing completely at random. The MCAR results also showed the missing
cases for each variable ranged from 1-4%. Appendix E displays the missing data for each
survey item from the usable response data set.
A total of 218 usable responses were collected, providing an overall response rate
of 42%. Of these responses, 117 respondents were teachers at the international general
education schools, providing a general education school response rate of 42%, and 101
respondents were teachers at the international special education schools, providing a
special education school response rate of 41%. This response rate is important to note, as
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the required sample size based on a 5% margin of error and 95% confidence interval
would have been approximately 225 individuals, or a 41% response rate (Fowler, 2009).
Despite patterns suggesting survey fatigue and the inability to implement mail survey
methods as recommended by Dillman et al. (2009), the researcher achieved a minimum
sample size of 100 per comparison group (for a total of 200) recommended for causalcomparative research. Consequently, the researcher determined that the collected 40%
combined response rate and overall sample size were sufficient for sound statistical
analysis. Table 5 provides the response rate and sample size disaggregated by individual
schools.
Table 5
Sample Size and Response Rates Per School
Special
education
schools

Population Recommended Collected
Usable
size
sample size* responses responses

Collected Usable
response response
rate
rate

School A

173

108

82

70

47%

40%

School B

20

19

15

9

75%

45%

School C

25

19

14

12

56%

48%

School D
Sp. ed.
total
General
education
schools

30

28

13

10

43%

33%

248

152

124

101

50%

41%

Population Recommended Collected
Usable
size
sample size* responses responses

Collected Usable
response response
rate
rate

School E

84

63

20

14

24%

17%

School F
School
G
School
H
Gen. ed.
total

60

44

60

48

100%

80%

72

63

41

34

57%

47%

86

63

34

21

40%

24%

302

169

155

117

55%

42%

550

225

279

218

53%

42%

Total

117

Note. *: Recommended sample size (Fowler, 2009) based on suggested response rate.
Characteristics of Respondents
Table 6 provides detailed information about the survey sample’s demographic
characteristics, both as an aggregated population and disaggregated by schools and
overall school type. The following section will provide the demographic characteristics of
the special education sample. The gender makeup of the special education participants
was 74% female and 26% male. The majority of respondents (46%) had completed a
graduate degree (e.g., Master’s degree, Ph.D., Ed.D.), whereas 31% had completed a
Bachelor’s degree, and 24% were currently enrolled in graduate coursework. With
respect to total years of experience in education, the majority of respondents (38%) had
eight or more years of experience, whereas 20% of participants had 0-3 total years of
experience, 16% of participants had 4-5 total years of experience, and 27% of
participants had 6-7 total years of experience. With respect to total years of experience in
their current position, the majority of respondents (41%) had 0-2 total years of experience
in their current position, whereas 29% of participants had 3-4 total years of experience in
their current position, and 21% of participants had five or more total years of experience
in their current position. Concerning total years of experience working with the
designated school leader, the majority (42%) of respondents had 0-2 total years of
experience working with the designated leader. Of the remaining respondents, 31% of
participants had 3-4 total years of experience with their designated leader and 28% of
participants had five or more total years of experience with their designated leader.
Regarding nationality, 36% identified with nationality in North, Central, or South
America. Of the remaining respondents, 32% of respondents identified with nationality in
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the Middle East and Africa, 23% identified with nationality in Asia, and 10% identified
with nationality in Europe.
The following section will present the demographic characteristics of the general
education teacher sample. The overwhelming majority of the participants (69%)
identified as female, while 31% identified as male. The majority of respondents (50%)
had completed a Bachelor’s degree, while 39% held a graduate degree (e.g., Master’s
degree, Ph.D., Ed.D.) and 11% were currently enrolled in graduate coursework.
Regarding total years of experience in the education field, the overwhelming majority of
respondents (68%) had eight or more years of experience. Of the remaining participants,
13% of participants had 6-7 total years of experience, 10% of participants had 4-5 total
years of experience, and 9% of participants had 0-3 total years of experience. Regarding
total years of experience in their current position, the majority of respondents (43%) had
0-2 total years of experience in their current position, whereas 41% of participants had
five or more years of experience in their current position, and 15% of participants had 3-4
total years of experience in their current position. Concerning total years of experience
working with the designated school leader, the overwhelming majority (70%) of
respondents had 0-2 total years of experience working with the designated leader. Of the
remaining respondents, 25% of participants had 3-4 total years of experience with their
designated leader and 5% of participants had five or more total years of experience with
their designated leader. In terms of nationality, 37% of respondents identified with
nationality in the Middle East and Africa. Of the remaining participants, 20% identified
with nationality in North, Central, or South America, 22% identified with nationality in
Asia, and 12% identified with nationality in Europe.
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Table 6
Demographic Characteristics of Survey Respondents
Special Education Schools
A
Variable
Gender
Male
Female
Highest level of
completed education
Bachelor’s degree
Some graduate
coursework/currently
enrolled in program
Graduate degree
Total years of
experience in education
0-3 years
4-5 years
6-7 years
8 or more years
Total years of experience
in current position
0-2 years
3-4 years
5 or more years
Total years working with
the designated school
leader
0-2 years
3-4 years
5 or more years
Nationality

B

n

%

n

%

16
54

23%
77%

2
7

22%
78%

17
14

24%
20%

5
0

39

56%

15
14
21
20

General Education Schools

C
n

D
%

n

%

5
7

42%
58%

3
7

56%
0%

5
7

42%
58%

4

44%

0

21%
20%
30%
29%

1
1
2
5

11%
11%
22%
56%

37
18
15

53%
26%
21%

0
3
6

34
16
20

49%
23%
28%

2
7
0

Total

E

n

%

30%
70%

26
75

26%
74%

4
3

40%
30%

31
24

0%

3

30%

1
1
2
8

8%
8%
17%
67%

3
0
2
5

0%
33%
67%

2
4
6

17%
33%
50%

22%
78%
0%

1
5
6

8%
42%
50%

G

H

Total

Total

%

n

%

n

%

n

%

n

%

n

%

5
9

36%
64%

16
32

33%
67%

12
22

35%
65%

3
18

14%
86%

36
81

31%

62
156

28%
72%

31%
24%

5
1

36%
7%

27
8

56%
17%

15
2

44%
6%

11
2

52%
10%

58
13

50%
11%

89
37

41%
17%

46

46%

8

57%

13

27%

17

50%

8

38%

46

39%

92

42%

30%
0%
20%
50%

20
16
27
38

20%
16%
27%
38%

0
0
1
13

0%
0%
7%
93%

5
5
6
32

10%
10%
13%
67%

6
7
5
16

18%
21%
15%
47%

0
0
3
18

0%
0%
14%
86%

11
12
15
79

9%

31
28
42
117

14%
13%
19%
54%

2
4
4

20%
40%
40%

41
29
21

41%
29%
21%

1
3
10

7%
21%
72%

17
8
23

35%
17%
48%

25
5
4

74%
15%
12%

7
2
11

33%
10%
52%

50
18
48

43%

91
47
79

42%
22%
36%

5
3
2

50%
30%
20%

42
31
28

42%
31%
28%

11
0
3

79%
0%
21%

37
10
1

77%
21%
2%

25
9
0

74%
26%
0%

9
10
2

43%
48%
10%

82
29
6

70%

124
60
34

57%
28%
16%
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n

F

Overall

69%

10%
13%
68%

15%
41%

25%
5%

Table 6 (continued)
UK (England, Ireland)
Europe (Spain,
Greece, Romania)
South Asia (India, Sri
Lanka, Pakistan)
Philippines
Middle East and
Africa
North America (USA,
Canada)
Central and South
America (Honduras,
Mexico)
Total

6
3

9%
4%

1
0

11%
0%

0
0

0%
0%

0
0

0%
0%

7
3

7%
3%

2
1

14%
7%

3
3

6%
6%

0
1

0%
3%

3
1

14%
5%

8
6

7%
5%

15
9

7%
4%

5

7%

3

33%

0

0%

7

70%

15

15%

2

14%

1

2%

2

6%

6

29%

11

9%

26

12%

1
19

1%
27%

4
1

44%
11%

0
12

0%

3
0

30%
0%

8
32

8%
32%

0
9

0%
64%

13
26

27%
54%

0
10

0%
29%

2
9

10%
43%

15
54

13%

100%

37%

23
86

11%
39%

36

51%

0

0%

0

0%

0

0%

36

36%

0

0%

2

4%

19

56%

0

0%

21

18%

57

26%

0

0%

0

0%

0

0%

0

0%

0

0%

0

0%

0

0%

2

6%

0

0%

2

2%

2

1%

70

9

12

10

101

121

14

48

34

21

117

218

Psychometric Properties of the Instrument
The following section will report the quality assurances of the instrument. Chapter
3 addresses the instrument’s validity, as presented by previous research. This discussion
will address the reliability scores disaggregated by school type. The reliability discussion
will also compare the present study’s reliability results with the authors of the instrument.
Reliability
In the present study, the Cronbach’s alphas are lower than the findings of Avolio
and Bass (2004) and ranged from 0.51 to 0.83. Using a threshold of 0.700 (Field, 2017)
the individualized consideration subscale under transformational leadership was below
the threshold of reliability while idealized influence (behavior) subscale was just slightly
below the threshold across both school types. However, the intellectual stimulation,
inspirational motivation, and idealized influence (attribute) subscales were all above the
threshold across both school types. The subscales under transactional and passiveavoidant leadership styles were all below the reliability threshold as well. In addition, the
reliability scores for the transactional subscales are higher in the special education
sample, but the reliability scores for the passive-avoidant subscales were lower in the
special education sample. The transactional subscale Cronbach’s alphas reflected similar
findings as Avolio and Bass (2004), which may be explained by the overlap in
transactional and transformational leadership behaviors. These results suggest the
instrument had low reliability in the selected contexts, which may reflect cultural
differences or linguistic differences arising from the Arabic language translation. Thus,
these reliability scores present a limitation of the study’s instrumentation and limit the
generalizability of results. Table 7 displays the Cronbach’s alphas for each subscale
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under each leadership style, as well as scores for each leadership style overall and Avolio
and Bass’ (2004) reported reliability scores.
Table 7
Reliability Scores

Subscales

Transformational Idealized
Leadership
Influence
(Attribute)
Idealized
Influence
(Behavior)
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Transactional
Contingent
Leadership
Reward
Management by
Exception
(Active)
PassiveManagement by
Avoidant
Exception
Leadership
(Passive)
Laissez-faire

Cronbach’s
alpha for
special
education
sample

Cronbach’s
alpha for
general
education
sample

0.787

0.778

Avolio
Cronbach’s and
alpha for
Bass
total
(2004)
sample
reported
scores
0.789
0.92

0.634

0.682

0.687

0.92

0.795

0.838

0.828

0.92

0.745

0.749

0.649

0.78

0.573

0.454

0.540

0.78

0.680

0.649

0.669

0.74

0.609

0.532

0.562

0.64

0.457

0.532

0.505

0.86

0.563

0.637

0.605

0.86

Descriptive Statistics
Before reviewing the demographic characteristics numerically, frequency
polygons and histograms were constructed and evaluated to ensure normal distributions.
The frequency polygons and histograms also helped to reveal trends in data, which were
determined to be similar across the eight schools. Distributions of each variable across all
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schools were also determined to fall within a normal range. After the demographic
characteristics from the respondent sample were reviewed and tabulated, means and
standard deviations were calculated from the teacher responses to the MLQ (Avolio &
Bass, 2004) to determine the leadership styles of their respective leaders. The MLQ Rater
Form (approval form presented in Appendix B; Avolio & Bass, 2004) consisted of 45
questions presented in a 0-4 point Likert scale: 0=not at all (0% of the time); 1=once in a
while (25% of the time); 2=sometimes (50% of the time); 3=fairly often (75% of the
time); and 4=frequently, if not always (100% of the time). The survey also included
seven demographic items, and the last nine items of the MLQ (Avolio & Bass, 2004)
were eliminated due to focusing on leadership outcomes rather than leadership styles,
which were deemed irrelevant for the present study.
Findings of Research Question 1
The first research question for the study was what is the relationship between
school type and leadership style as identified by teachers in international special
education schools? Based on teacher perceptions, three of the four international special
education school leaders (of Special Education Schools A, B, and D) aligned with
transformational leadership style, based the highest score from the teacher surveys, with a
mean of 3.02 (2.84, 3.01, and 3.21) out of a possible 4. The same three school leaders
received the second highest ranking in transactional leadership with a mean score of 2.86
(2.49, 2.99, and 3.10). The fourth school leader (of Special Education School C) mainly
aligned with transactional leadership style (3.09) and received the second highest score in
transformational leadership (2.92). All four school leaders received the lowest ranking in
passive-avoidant leadership with a mean score of 0.79 (0.84, 0.55, 0.91, and 0.86).
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Based on the comparison to the MLQ 50th percentile benchmark score (Avolio &
Bass, 2004), the school leaders of Special Education Schools B and D received scores
slightly higher (0.15 and 0.35 higher) than the norm for transformational leadership. The
school leaders of Special Education Schools A and C received scores slightly lower (0.02
and 0.01) lower than the norm for transformational leadership. The school leaders of
Special Education Schools A, C, and D received scores higher (0.22, 0.82, and 0.83
higher) than the norm in transactional leadership style. The school leader of Special
Education School B received a score lower (0.20 lower) than the norm in transactional
leadership style. Last, the school leaders of Special Education Schools A and D received
scores slightly higher (0.09 and 0.11 higher) than the norm in passive-avoidant leadership
style. The school leaders of Special Education Schools B and C received scores lower
(0.20 and 0.16 lower) than the norm in passive-avoidant leadership style.
The school leaders of Special Education Schools A, C, and D received the highest
scores for the inspirational motivation subscale under transformational leadership, and
the school leader of Special Education School B received the highest score for the
contingent reward subscale under transactional leadership. All four special education
school leaders received the lowest scores for the laissez-faire subscale under passiveavoidant leadership. Despite the inconsistencies in comparisons to the benchmark norm,
the special education school leaders primarily exhibited transformational leadership style,
as perceived by teachers. The leadership styles of the international special education
school leaders are displayed in Table 8.
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Table 8
Average Scores and Predominant Leadership Styles in Special Education Schools

Leadership Style

Benchmark
Scores*

Transformational

2.86

Transactional
Passive-avoidant

2.27
0.75

School A

School B

School C

School D

Mean
(SD)
2.84

Mean
(SD)
3.01

Mean
(SD)
2.85

Mean
(SD)
3.21

(0.63)

(0.54)

(.53)

(0.44)

2.49

2.99

3.09

3.10

(0.05)

(0.56)

(.45)

(0.56)

0.84

0.55

0.91

0.86

(0.59)

(0.47)

(0.84)

(0.72)

Note. *Avolio & Bass (2004)
Transformational Leadership Subscales
Further analysis was completed to examine the five subscales that comprise
transformational leadership, which include: idealized influence (attributed), idealized
influence (behavior), inspirational motivation, intellectual stimulation, and individualized
consideration. At Special Education Schools A, B, C, and D, inspirational motivation
(3.20, 3.33, 3.48, and 3.57), idealized influence (attribute) (3.11, 3.30, 2.77, and 3.50),
and idealized influence (behavior) (3.00, 3.27, 3.10, and 3.26) produced the highest
means among the transformational subscales, while individualized consideration (2.55,
2.64, 2.46, and 3.20) and intellectual stimulation (2.31, 2.53, 2.44, and 2.51) produced the
lowest. The highest rank subscale, inspirational motivation, describes leaders who focus
on the organizational vision, motivate employees, and express enthusiasm for the future.
The lowest rank subscale, intellectual stimulation, describes leaders’ ability to create
opportunities for complex problem solving and professional development to facilitate
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learning. Table 9 displays the means and standard deviations of these transformational
subscales.
Table 9
Means and Standard Deviations of Transformational Characteristics of Sp.Ed. Leaders
School A
Transformational characteristic
Idealized Influence (Attribute)
Idealized Influence (Behavior)
Inspirational Motivation
Intellectual Stimulation
Individualized Consideration

School B

School C

School D

Mean
(SD)
3.11

Mean
(SD)
3.30

Mean
(SD)
2.77

Mean
(SD)
3.50

(0.75)

(0.81)

(1.03)

(0.41)

3.00

3.27

3.10

3.26

(0.75)

(0.47)

(0.54)

(0.54)

3.20

3.33

3.48

3.57

(0.72)

(0.53)

(0.53)

(0.53)

2.31

2.53

2.44

2.51

(0.56)

(0.58)

(0.85)

(0.63)

2.55

2.64

2.46

3.20

(0.84)

(0.70)

(0.61)

(0.57)

Transactional Leadership Subscales
Further analysis was also conducted to examine the two subscales that comprise
transactional leadership, which include contingent reward and management by exception
(active). At Special Education Schools A, B, C, and D, contingent reward (3.01, 3.39,
3.32, and 3.51) produced the highest score, and management by exception (active) (1.97,
2.58, 2.85, and 2.70) produced the lowest score. The contingent reward subscale
describes a leader’s use of rewards to encourage staff to achieve organizational goals,
while management by exception (active) describes a leader who outlines expectations and
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provides consequences for those who fail to meet the expectations. Table 10 displays the
means and standard deviations of these transactional subscales.
Table 10
Means and Standard Deviations of Transactional Characteristics of Sp.Ed. Leaders

Transformational characteristic
Contingent Reward
Management by Exception (Active)

School A

School B

School C

School D

Mean
(SD)
3.01

Mean
(SD)
3.39

Mean
(SD)
3.32

Mean
(SD)
3.51

(0.73)

(0.31)

(0.58)

(0.45)

1.97

2.58

2.85

2.70

(0.80)

(1.13)

(0.83)

(0.92)

Passive-Avoidant Leadership Subscales
Last, descriptive statistics were produced to examine the two subscales that
comprise passive-avoidant leadership, which include management by exception (passive)
and laissez-faire leadership. Management by exception (passive) describes the use of
corrective action and disciplinary consequences, and laissez-faire describes a hands-off
approach to leadership. At Special Education Schools A, B, C, and D, management by
exception (passive) (0.76, 0.84, 1.06, and 0.98) produced the highest score, and laissezfaire (0.60, 0.25, 0.91, and 0.75) produced the lowest score. These low scores may
indicate that the school leaders did not lead passively, but instead took proactive
measures and remained actively involved with staff and student operations. Table 11
displays the means and standard deviations of these passive-avoidant subscales.
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Table 11
Means and Standard Deviations of Passive-Avoidant Characteristics of Sp.Ed. Leaders

Transformational characteristic
Management by Exception (Passive)
Laissez-faire

School A

School B

School C

School D

Mean
(SD)
1.09

Mean
(SD)
0.84

Mean
(SD)
1.06

Mean
(SD)
0.98

(0.76)

(0.68)

(0.91)

(0.66)

0.60

0.25

0.75

0.75

(0.60)

(0.43)

(0.93)

(0.98)

Research Question 1 Open-Ended Question Analysis
The researcher’s original plan for the open-ended question data analysis included
the alignment of the qualitative data with the MLQ survey items (Avolio & Bass, 2004)
based on the nine subscales corresponding with the three overarching leadership styles
(i.e., transformational, transactional, and passive-avoidant). However, upon review of the
data, it was discovered that not all subscale categories were represented in the openended responses. Rather than the full nine subscales, the researcher found that there were
five subscales of the MLQ (Avolio & Bass, 2004) that aligned with the qualitative data,
so these five were included as the categories for qualitative data analysis. Of the five
subscale categories, three of these aligned with transformational leadership style,
including: (1) idealized influence (attribute), (2) idealized influence (behavior), and (3)
inspirational motivation. One aligned with transactional leadership (contingent reward),
and one aligned with passive-avoidant leadership (laissez-faire). For the subscale
categories corresponding to transformational and transactional leadership, the qualitative
data provided examples and descriptions of specific traits and behaviors that aligned with
those leadership styles that were perceived as strengths. For the subscale category
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corresponding to passive-avoidant leadership, the qualitative data provided examples of
behaviors in which the special education school leaders did not engage, which aligned
with the low quantitative data or overall means that suggested the school leaders did not
engage in the behaviors to a great extent. The researcher reviewed the open-ended
response data for each category at each international special education school, and then
reviewed each category across the four special education schools. Reviewing across the
schools allowed the researcher to identify consistencies and inconsistencies in themes
that emerged from the five relevant categories. The open-ended data provided a richer
perspective to supplement the quantitative data to address the research questions.
Transformational Subscale Alignment
Several of the special education school respondents provided valuable responses
to the first open-ended question, which concerned the school leaders’ strengths. These
responses aligned to three of the five subscales under transformational leadership.
Idealized influence (attribute). Respondents perceived special education school
leaders as calm and professional in the face of chaos, approachable, compassionate,
welcoming, kind, and self-confident. One respondent praised their school leader’s ability
to remain calm during serious student crises and described them as a “people person,”
while another respondent praised their school leader for their morals. Several respondents
described the role of their school leader in fostering a positive and happy school culture
and credited their helpfulness and positivity. These traits aligned with idealized influence
(attribute), which describes a leader’s attributes that help to build trusting relationships
with staff. Approximately half of the responses that aligned with this trait included a
description of the school leaders as being approachable and kind, which provided a more
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in-depth analysis regarding the specific traits that teachers perceived as strengths of
leadership.
Idealized influence (behavior). Respondents also described the special
education school leaders as leading by example, focusing on the big picture, having a
sense of purpose, and putting the school and student needs above all else. One respondent
described their school leader as focused on the school’s vision and maintained a sense of
purpose, while several respondents praised their school leaders’ goal-oriented nature and
ambitious personality. Many respondents also praised their school leaders’ dedication and
work ethic, and one respondent described their school leader as being “dedicated to the
mission of the establishment.” These behaviors aligned with idealized influence
(behavior), which center on a leader’s actions and behaviors that emphasize
organizational vision and values.
Inspirational motivation. Respondents also described the special education
school leaders as enthusiastic, motivating, optimistic, encouraging, positive, uplifting,
and inspiring. A few respondents described feeling motivated and inspired by their school
leader, and one respondent described their school leader as a “true cheerleader.”
Approximately half of the responses that aligned to this trait included a description of the
school leaders being enthusiastic and motivating, and many other respondents described
feeling inspired and motivational personality traits. These traits aligned with inspirational
motivation, which describe a leader’s tactics to motivate staff in an effort to achieve
organizational goals.
Qualitative data obtained from responses to the second open-ended question,
concerning school leaders’ areas of improvement, provided supplementary data that
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aligned to elements of transformational leadership which respondents felt were exhibited
to varying degrees. Some respondents expressed a desire for more democratic processes
of decision-making by seeking more teacher input and involvement, while others praised
school leaders for regularly practicing collective decision making. It is worth noting,
however, that more respondents expressed a desire for more involvement in decision
making than those who felt the opposite. Other respondents felt flexibility in deadlines
and school policies led to confusion among teachers, while some felt this flexibility was a
strength and provided teachers with more autonomy. Additionally, a few respondents
described a desire for more flexible working hours and school vacation dates, which did
not align with specific leadership behaviors and traits.
Transactional Subscale Alignment
Many of the respondents’ comments centered on the school leaders’ proclivity for
recognizing achievements, but others’ comments exposed this tendency as an area for
improvement. Some respondents praised their school leaders for giving credit where due,
tracking and celebrating achievements, and acknowledging teacher effort. Other
respondents felt their efforts were not regularly acknowledged, and their achievements
were not recognized. One respondent felt the lack of acknowledgment led to lower
motivation levels among the teachers. Based on the average scores of the quantitative
data of the contingent reward subscale, the inconsistent responses surrounding special
education school leaders’ use of rewards for teacher and organizational achievements
support the notion that this was an area of relative strength with room for improvement.
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Passive-Avoidant Subscale Alignment
The open-ended question data that aligned to the laissez-faire subscale under
passive-avoidant leadership centered on praising the school leaders for not avoiding
making decisions as well as the ability to make complex decisions in difficult
circumstances. One respondent commented on the school leader’s ability to remain calm
in the face of crises and make quick, in-the-moment decisions. These perceived strengths
aligned with the low scores of the quantitative data that suggest the special education
school leaders did not engage in passive-avoidant leadership.
Summary
Based on both the qualitative and quantitative data, the results indicate that the
special education teachers perceive their school leaders as both transformational and
transactional to varying degrees. It is worth noting, however, that the special education
teacher sample did not provide descriptive data related to individualized consideration or
intellectual stimulation. Paired with the low scores for these subscales, these data
collectively may indicate the related traits are areas of improvement for the special
education school leaders. School leaders were frequently perceived as being
approachable, kind, goal-driven, and inspiring. School leaders were praised for
motivating teachers to achieve school goals and focusing on student needs. Both the high
scores of the quantitative data and the descriptive data indicate these traits and behaviors
may be areas of strength of the special education school leaders. Further, school leaders
were perceived in ways that aligned with transactional leadership to varying degrees.
Specifically, some respondents felt school leaders provided recognition and rewards for
their achievements, while others felt this was an area of improvement. School leaders
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were also perceived in ways that aligned with low levels of passive-avoidant leadership,
including quick and responsive decision-making. Taken collectively, these qualitative
responses provided a more detailed picture to supplement the quantitative data.
Findings of Research Question 2
The second research question for the study was what is the relationship between
school type and leadership style as identified by teachers in international general
education schools? Based on teacher perceptions, the four international general
education school leaders (of General Education Schools E, F, G, and H) aligned with
transformational leadership style, based the highest score from the teacher surveys, with a
mean of 3.26 (3.45, 3.34, 3.11, and 3.13) out of a possible 4. The school leaders received
the second highest ranking in transactional leadership with a mean of 2.83 (3.02, 2.74,
2.61, and 2.93). The school leaders received the lowest ranking in passive-avoidant
leadership with a mean of 0.67 (0.50, 0.49, 1.00, and 0.67).
Based on the comparison to the MLQ 50th percentile benchmark score (Avolio &
Bass, 2004), the school leaders of General Education Schools E, F, G, and H received
scores higher (0.59, 0.48, 0.25, and 0.27 higher) than the norm for transformational
leadership. The school leaders of General Education Schools E and G received scores
higher (0.75 and 0.25 higher) than the norm in transactional leadership style. The school
leaders of General Education Schools F and H received scores lower (0.26 and 0.08
lower) than the norm in transactional leadership style. Last, the school leaders of General
Education School G received a score higher (0.25 higher) than the norm in passiveavoidant leadership style. The school leaders of General Education Schools E, F, and H
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received scores lower (0.25, 0.26, and 0.08 lower) than the norm in passive-avoidant
leadership style.
The school leaders of General Education Schools E, F, G, and H received the
highest scores for the inspirational motivation subscale under transformational leadership.
All four general education school leaders received the lowest scores for the laissez-faire
subscale under passive-avoidant leadership. Despite the inconsistencies in comparisons to
the benchmark norm, the general education school leaders primarily exhibited
transformational leadership style, as perceived by teachers. The leadership styles of the
international general education school leaders are displayed in Table 12.
Table 12
Average Scores and Predominant Leadership Styles in General Education Schools

Leadership Style

Benchmark
Scores*

Transformational

2.86

Transactional
Passive-avoidant

2.27
0.75

School E

School F

School G

School H

Mean
(SD)
3.45

Mean
(SD)
3.34

Mean
(SD)
3.11

Mean
(SD)
3.13

(0.30)

(0.59)

(0.53)

(0.55)

3.02

2.74

2.61

2.93

(0.49)

(0.69)

(0.76)

(0.53)

0.50

0.49

1.00

0.67

(0.41)

(0.54)

(0.72)

(0.61)

Note. *Avolio & Bass (2004)
Transformational Leadership Subscales
Of the transformational leadership subscales, at General Education Schools E, F,
G, and H, inspirational motivation (3.73, 3.73, 3.49, and 3.65), idealized influence
(attribute) (3.73, 3.57, 3.29, and 3.19), and idealized influence (behavior) (3.70, 3.55,
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3.30, and 3.54) produced the highest mean among the transformational subscales, while
individualized consideration (3.38, 2.99, 2.93, and 2.75) and intellectual stimulation
(2.71, 2.58, 2.56, and 2.54) produced the lowest. The highest rank subscale, inspirational
motivation, describes leaders who focus on the organizational vision, motivate
employees, and express enthusiasm for the future. The lowest rank subscale, intellectual
stimulation, describes a leader’s ability to provide opportunities for teachers to creatively
solve complex problems and grow professionally. These two subscales were also the
highest and lowest scores in the special education teacher sample. Table 13 displays the
means and standard deviations of these transformational subscales.
Table 13
Means and Standard Deviations of Transformational Characteristics of Gen. Ed. Leaders

Transformational characteristic
Idealized Influence (Attribute)
Idealized Influence (Behavior)
Inspirational Motivation
Intellectual Stimulation
Individualized Consideration

School E
Mean
(SD)
3.73

School F
Mean
(SD)
3.57

School G
Mean
(SD)
3.29

School H
Mean
(SD)
3.19

(0.39)

(0.87)

(0.70)

(0.78)

3.70

3.55

3.30

3.54

(0.31)

(0.67)

(0.58)

(0.58)

3.73

3.73

3.49

3.65

(0.35)

(0.69)

(0.61)

(0.50)

2.71

2.85

2.56

2.54

(0.34)

(0.60)

(0.61)

(0.55)

3.38

2.99

2.93

2.75

(0.62)

(0.68)

(0.76)

(0.83)
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Transactional Leadership Subscales
Of the transactional leadership subscales, at General Education Schools E, F, G,
and H, contingent reward (3.55, 3.38, 3.15, and 3.31) produced the highest mean among
the transactional subscales, while management by exception (active) (2.48, 2.11, 2.06,
and 2.53) produced the lowest. The contingent reward subscale describes using rewards
to encourage staff to achieve organizational goals, while management by exception
(active) describes a leader who outlines expectations and provides consequences for those
who fail to meet the expectations. Table 14 displays the means and standard deviations of
these transactional subscales.
Table 14
Means and Standard Deviations of Transactional Characteristics of Gen. Ed. Leaders

Transformational characteristic
Contingent Reward
Management by Exception (Active)

School E
Mean
(SD)
3.55

School F
Mean
(SD)
3.38

School G
Mean
(SD)
3.15

School H
Mean
(SD)
3.31

(0.41)

(0.74)

(0.75)

(0.61)

2.48

2.11

2.06

2.53

(0.74)

(0.98)

(0.99)

(0.84)

Passive-Avoidant Leadership Subscales
Of the passive-avoidant leadership subscales, at General Education Schools E, F,
G, and H, management by exception (passive) (0.79, 0.53, 1.12, and 0.88) produced the
highest score, and laissez-faire (0.21, 0.44, 0.89, and 0.46) produced the lowest score.
These low scores may indicate that (similar to the international special education schools)
the school leaders did not lead passively, but rather took proactive measures and
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remained actively involved with staff and student operations. Table 15 displays the
means and standard deviations of these passive-avoidant subscales.
Table 15
Means and Standard Deviations of Passive-Avoidant Characteristics of Gen. Ed. Leaders

Transformational characteristic
Management by Exception (Passive)
Laissez-faire

School E

School F

School G

School H

Mean
(SD)
0.79

Mean
(SD)
0.53

Mean
(SD)
1.12

Mean
(SD)
0.88

(0.70)

(0.67)

(0.79)

(0.70)

0.21

0.44

0.89

0.46

(0.29)

(0.62)

(0.87)

(0.70)

Research Question 2 Open-Ended Question Analysis
Rather than the full nine subscales aligned to the MLQ (Avolio & Bass, 2004), the
researcher found that there were seven subscales of the MLQ that aligned with the
qualitative data from the general education teacher sample that were included as
categories for data analysis. Of the seven subscale categories, five of these aligned with
transformational leadership style, including: (1) idealized influence (attribute), (2)
idealized influence (behavior), (3) inspirational motivation, (4) intellectual stimulation,
and (5) individualized consideration. One aligned with transactional leadership
(contingent reward), and one aligned with passive-avoidant leadership (laissez-faire). For
the subscale categories corresponding to transformational leadership, the qualitative data
provided examples and descriptions of traits and behaviors that aligned with
transformational leadership. For the subscale category corresponding to transactional
leadership, the qualitative data provided examples of traits that aligned with contingent
reward. However, it is worth noting that there were much fewer responses in the general
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education teacher sample than the special education teacher sample concerning the
contingent reward subscale. For the subscale category corresponding to passive-avoidant
leadership, the qualitative data provided examples of behaviors in which the school
leaders did not engage, which aligned with the low quantitative data or overall means that
suggested the school leaders did not engage in the behaviors to a great extent. Following
the data analysis procedures to address the open-ended data in the special education
sample, the researcher reviewed each category across each international general
education school and then reviewed each category across the four general education
schools. Reviewing the data across the general education schools allowed the researcher
to identify consistencies and inconsistencies in themes emerging from the seven relevant
categories. These open-ended data provided a richer, more robust lens to supplement the
quantitative survey data.
Transformational Subscale Alignment
Several of the general education teacher respondents provided descriptive
responses to the first open-ended question, which concerned the school leaders’ strengths.
These responses aligned to all five subscales under transformational leadership.
Idealized influence (attribute). Respondents perceived school leaders as
approachable, open-minded, fair, friendly, helpful, and patient. One respondent praised
their school leader’s emotional intelligence skills and passionate personality, while
another praised their school leader’s cultural competency in making them feel
comfortable and supported. A few respondents described the role of their school leader in
cultivating teamwork and credited their helpfulness and patience for helping new teachers
succeed. These traits aligned with idealized influence (attribute), which describes a
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leader’s attributes and traits that help to build trusting relationships with teachers. Several
respondents described personality traits that aligned with this subscale, including
approachability, kindness, and flexibility, that provided a more in-depth lens for
understanding this subscale.
Idealized influence (behavior). Respondents also described the school leaders
as keeping student and teacher needs as a top priority, remaining focused and dedicated
to the school, setting a clear vision, and taking risks and initiative to improve the school.
One respondent described their school leader as “working relentlessly for the good of the
students” and also referred to them as a “visionary,” while several respondents praised
their school leaders’ work ethic. Many respondents also praised their school leaders’
dedication to supporting students, and one respondent described their school leader as
being “an example of a dedicated worker.” These behaviors aligned with idealized
influence (behavior), which center on a leader’s attributes that emphasize organizational
vision and values.
Inspirational motivation. Respondents also described the school leaders as
encouraging, inspiring, optimistic, and motivating. Several respondents described feeling
confident and capable because of their school leaders’ motivating attitude, and one
respondent described their school leader as, “the type of leader that makes you want to
work hard and go the extra mile.” A few respondents described their willingness to try
harder and always give their best effort for the sake of their school. One respondent stated
their school leader “motivated [them] to achieve school goals” and “inspired people to
make them the best they can be.” These traits aligned with inspirational motivation,
which describe a leader’s tactics to motivate staff to achieve organizational goals.
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Intellectual stimulation. Respondents claimed their school leaders provided
opportunities for teachers to demonstrate their abilities, organized training processes to
make progress and achieve goals, and allowed teachers to try to solve problems by
implementing their own solutions, which aligned with intellectual stimulation. Some
respondents described their school leaders as being willing to learn and modeling being a
life-long learner. Respondents also described how their school leader created a
collaborative work environment, and how working as a team helped them to solve
problems to grow professionally. School leaders were praised for giving feedback in a
constructive manner, and one respondent stated their school leader “gives [their] talent
and passion a chance to be utilized.” It is worth noting, however, respondents at the
special education schools did not provide descriptive data relating to this trait. It is also
worth noting that among all eight schools, intellectual stimulation received the lowest
score among transformational subscales, so there may be some discrepancy between the
open-ended responses and quantitative data regarding this subscale.
Individualized consideration. Respondents described feeling treated as an
individual rather than a number, and other respondents praised their school leaders’
ability to listen to individual teacher’s struggles and work collaboratively to address
them. There were very few responses in the general education teacher sample that aligned
to this subscale, and it is also worth noting that respondents at the special education
schools did not provide any descriptive data relating to this trait. Further, individualized
consideration received one of the lowest scores among transformational subscales, so
there may be some discrepancy between the qualitative and quantitative data regarding
this subscale in addition to the intellectual stimulation subscale.
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Qualitative data obtained from responses to the second open-ended question,
concerning school leaders’ areas of improvement, provided additional data that aligned to
transformational leadership traits. Some respondents praised their school leaders for
“thinking about all stakeholders before making a decision,” while others criticized school
leaders for not taking teacher needs into account. Other respondents felt flexibility in task
completion and assignments were beneficial in allowing staff to grow professionally,
while others felt school leaders needed to provide less flexibility to increase clarity of
expectations. However, the overwhelming majority of responses to the open-ended data
related to idealized influence (attribute), idealized influence (behavior), and inspirational
motivation. Fewer responses related to intellectual stimulation and individualized
consideration, so the responses related to decision-making and flexibility were considered
inconsistent cases.
Transactional Subscale Alignment
Although many of the responses in the special education teacher sample related to
school leaders’ proclivity for recognizing achievements, fewer responses in the general
education teacher sample related to rewarding achievements. Some respondents praised
their school leaders for celebrating achievements and acknowledging teacher effort.
Although fewer responses related to the contingent reward subscale in the general
education teacher sample, these responses were consistent in that this was a school leader
strength, rather than inconsistent as the special education teacher sample.
Passive-Avoidant Subscale Alignment
The open-ended question data that aligned to the laissez-faire subscale under
passive-avoidant leadership centered on praising the school leaders for being proactive
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about addressing issues and being intentional about resolving any interpersonal conflicts
among teachers. One respondent commented on the school leader’s ability to make fair,
informed decisions in difficult situations and stop rumors from permeating the positive
school culture. These perceived strengths aligned with the low scores of the quantitative
data that suggest the school leaders did not engage in passive-avoidant leadership to a
great extent.
Summary
The researcher discovered that general education teachers perceived strengths in
similar ways as special education teachers and in ways that aligned with transformational
leadership largely surrounding personality traits. School leaders were frequently
perceived as being approachable, kind, goal-focused, and motivating and were praised for
providing opportunities for professional growth and treating teachers as individuals.
Further, school leaders were perceived in ways that aligned with transactional leadership.
Specifically, some respondents felt school leaders celebrated their achievements. School
leaders were also perceived in ways that aligned with low levels of passive-avoidant
leadership, including quick and fair decision-making. Taken collectively, these
qualitative responses provided a more detailed picture to supplement the quantitative data
for both the special and general education teacher samples. The open-ended data related
to idealized influence (attribute), idealized influence (behavior), and inspirational
motivation were highly similar across both school types. Given that these three subscales
produced the highest scores across both school types (and all eight schools), these
supplementary data paired with the quantitative data suggest these are areas of strength
for the school leaders. Further, the open-ended data related to intellectual stimulation and
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individualized consideration were only relevant to the general education teacher sample,
despite the fact that these two subscales produced the lowest scores across both school
types. However, the qualitative data may suggest areas of improvement for the special
education schools in particular.
Findings of Research Question 3
The third research question for the study was what is the relationship between
perceived leadership styles and teacher variables, including gender, years of experience,
nationality, and the highest level of education between international special and general
education schools? The following section will present the findings of the assumption
tests to confirm validity of the models. This section will also present the findings of
Research Question 3, particularly regarding the influence of teacher variables on
leadership perceptions as well as the influence of school type.
Testing for Assumptions
Before conducting hierarchical linear model regressions, the researcher conducted
tests to check the assumptions of the statistical analyses. Appendix D presents the
accompanying graphs and figures of the assumptions tests conducted prior to regression
analyses. First, the absence of outliers was confirmed through visual inspection of the
scatterplot to ensure there were no significant outliers that could skew or distort results.
Although there were several data points that visually appeared to be outliers, they were
within the threshold of a Z score of 2.5 (Field, 2017). Consequently, they were not
considered true outliers. Second, normality of residuals was confirmed by analyzing
histograms which displayed a normal curve for all three regression models (one for each
leadership style). Next, linearity was confirmed through the plot of residuals that
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displayed a linear relationship between the independent and dependent variables for all
three regression models. Last, homoskedasticity was confirmed through visual analysis of
the three residuals scatterplots, which displayed an even width, as well as visual
inspection of the data which showed no trends in variance. Given the large sample size
and evenly spread distributions displayed on the graphs, the assumptions tests
demonstrated validity of the models.
To conserve degrees of freedom for statistical analyses, the researcher collapsed
variables due to small frequencies in some of the demographic variable responses.
Collapsing the variables allowed for categorical variables with small frequencies to be
combined to conserve degrees of freedom toward the variables of interest. The specific
collapsed variables are detailed with the corresponding number of respondents and
percentage of sample represented in each sub-group below:
•

Highest level of completed education
o Bachelor’s degree (n = 89, 41%)
o Some graduate coursework or currently enrolled in a graduate
program (n = 37, 17%)
o Graduate degree (i.e., Master’s, Ph.D., Ed.D., or other terminal
degree) (n = 92, 42%)

•

Gender
o Male (n = 62, 28%)
o Female (n = 156, 72%)

•

Total years of experience in education
o 0-5 years (n = 59, 27%)
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o 6-10 years (n = 90, 41%)
o 11 or more years (n = 69, 32%)
•

Total years of experience in current position
o 0-1 year (n = 55, 25%)
o 2-3 years (n = 63, 29%)
o 4-5 years (n = 35, 16%)
o Six or more years (n = 65, 30%)

•

Total years of experience working with the designated school leader
o 0-1 year (n = 64, 29%)
o Two years (n = 61, 28%)
o 3-4 years (n = 60, 28%)
o Five or more years (n = 33, 15%)

•

Nationality
o North and Central America (including the USA, Canada,
Honduras, and Mexico) (n = 59, 27%)
o Middle East and Africa (including the UAE, Egypt, Iraq,
Palestine, Saudi Arabia, Tunisia, Syria, Jordan, Lebanon, and
South Africa) (n = 88, 40%)
o Europe (including the UK, Ireland, Spain, Greece, Serbia, and
Romania) (n = 24, 11%)
o Asia (including Pakistan, India, Sri Lanka, and the Philippines) (n
= 47, 22%)
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Hierarchical Linear Model Results
The following sections present the regression results of leadership styles
aggregated by school type as well as the results of the influence of relevant teacher
variables of interest on teacher perceptions of leadership. The results of the nested model
relevant to the purpose of the study are included, and the remaining levels were excluded
from data analysis.
Leadership styles. Three hierarchical linear model analyses were conducted to
determine if statistically significant differences existed in leadership styles by school type
while controlling for teacher variables. The teacher variables included in analyses
include: (a) highest level of completed education; (b) total years of experience in the
education field; (b) total years of experience in current position; (d) total years of
experience working with the designated leader; (e) nationality; and (f) gender. By
utilizing interaction terms to examine the influence of school type on teacher variables
and the subsequent influence on leadership perceptions, the researcher was able to
understand how school type relates to both teacher variables and their perceptions of
leadership. When interaction terms were found to be significant, the researcher conducted
manual calculations to determine which sub-group within the teacher variable was
significant when compared to other sub-groups (e.g., teachers with a Bachelor’s degree
versus teachers with some graduate coursework versus teachers with a graduate degree
across both school types). These data cannot be disaggregated by school type due to the
involvement of school type in the interaction term analysis. However, the results of the
interaction terms show the differences across school type while analyzing teacher
variables as well.
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Statistical significance was found between school type (i.e., international special
or general education school) and transformational leadership style. Regardless of
education level, special education school teachers perceived their school leaders as
slightly less transformational than general education teachers. However, general
education school teachers’ perceptions of transformational leadership was influenced by
their education level. General education school teachers with some graduate coursework
perceived their school leaders as more transformational than those with a Bachelor’s
degree, and general education school teachers with a graduate degree perceived their
school leaders as less transformational than those with some graduate coursework (p =
.013). Education level was not significant for leadership perceptions of teachers at special
education schools, but made a significant difference in higher perceptions of
transformational leadership at the general education schools. Figures 1 and 2 display
these findings below.

Figure 1. Education level and transformational leadership. Respondents with some
graduate coursework perceived transformational leadership at varying levels based on
their placement in general and special education schools.

148

Figure 2. Education level and transformational leadership: Close-up. Placement at a
general or special education school influenced perceptions of transformational leadership
style based on teacher education level.
Statistical significance was also found between school type and transactional
leadership style. Teachers at general education schools with a Bachelor’s degree or some
graduate coursework perceived their school leaders as more transactional than teachers at
general education schools with a graduate degree as well as teachers at special education
schools regardless of their degree status. Thus, school type influenced perceptions of
higher transactional leadership in the general education schools for those with a nongraduate degree or coursework. However, school type did not have an influence for
special education school teachers. Figures 3 and 4 display these findings below.
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Figure 3. Education level and transactional leadership. Respondents with a graduate
degree perceived transactional leadership at varying levels based on their placement in
general and special education schools.

Figure 4. Education level and transactional leadership: Close-up. Placement at a general
or special education school influenced perceptions of transactional leadership style based
on teacher education level.
Last, statistical significance was found in perceptions of passive-avoidant
leadership and school type between teachers with two years of experience with the school
leader. Specifically, general education school teachers who had two years or five or more
years of experience with the school leader perceived their school leaders as more passiveavoidant than special education school teachers with the same amount of experience with
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the school leader. In sum, general education school teachers perceived their school
leaders as exhibiting more passive-avoidant leadership as the years of experience with the
school leader increased, while special education school teachers perceived their school
leaders as exhibiting less passive-avoidant leadership as the years of experience with the
school leader increased. Figure 5 displays these findings below.

Figure 5. Years with leader and passive-avoidant leadership. Placement at a general or
special education school influenced perceptions of transformational leadership style
based on teacher education level.
Given the lack of literature on the relationship between school type and leadership
style, these findings help to address the gap in research on leadership and school type
while also addressing the gap in research on the influence of years of experience working
with the school leader on leadership perceptions. Tables 8 and 12 present the means,
standard deviations, and norm benchmark scores (Avolio & Bass, 2004) of school leaders
across both the international special and general education school contexts, respectively.
Teacher variables. In addition to statistical significance between school type and
leadership style based on teacher education level and years of experience with the school
leader, statistical significance was found while controlling for some teacher variables.
Nationality, total years of experience in education, and total years of experience in the
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current position were found to have a statistically significant effect on transformational
and transactional leadership styles, regardless of school type. None of the teacher
variables had a statistically significant effect on passive-avoidant leadership styles.
Respondents who identified their nationality in the Middle East and Africa,
Europe, and Asia perceived their school leaders as more transactional than respondents
who identified their nationality in North and Central America. Further, respondents who
identified their nationality in Asia perceived their school leaders as more transactional
than those who identified their nationality in the Middle East and Africa. Conversely,
respondents who identified their nationality in North and Central America perceived their
school leaders as less transactional than those who identified their nationality in the
Middle East and Africa, Europe, and Asia. Further, respondents who identified their
nationality in the Middle East and Africa perceived their school leaders as less
transactional than those in Asia. Similarly, respondents who identified their nationality in
Europe and Asia perceived their school leaders as more transformational than those in
North and Central America. Conversely, respondents who identified their nationality in
North and Central America perceived their school leaders as less transformational than
respondents who identified their nationality in Europe and Asia. Middle East and Africa
nationalities were not statistically significant in transformational leadership perceptions.
Regarding total years of experience in education, teachers with 6-10 years of
experience perceived their school leaders as more transactional and more
transformational than teachers with 0-5 years of experience or 11 or more years of
experience. Conversely, teachers with 0-5 years of experience or 11 or more years of

152

experience perceived their school leaders as less transactional and less transformational
than those with 6-10 years of experience, regardless of school type.
In terms of total years of experience in the current position, respondents with 4-5
years of experience in their current position perceived their school leaders as less
transactional than those with 0-1 years of experience in their position. Conversely,
respondents with 0-1 years of experience in their current position perceived their school
leaders as more transactional than those with 4-5 years of experience in their current
position, regardless of school type.
Regarding total years of experience working with the designated leader, this
demographic variable was not found to have a statistically significant effect on perceived
leadership style. Although school type influenced the perceptions of passive-avoidant
leadership for teachers with more years of experience with the school leader, the teacher
variable itself (e.g., years of experience working with the school leader) was not found to
influence leadership perceptions after removing school type. Similarly, gender was found
to have no statistically significant impact on perceptions of leadership style irrespective
of school type. Table 16 displays the study findings based on teacher variables and
relevant effects on perceived leadership styles. Of the interaction terms, some p values do
not appear significant on Table 16 due to the significance arising from a different
reference group comparison. In these cases, the p values were listed in the narrative
above. Of the remaining interaction terms not listed, the p values were not significant, so
school type did not influence perceptions in those areas. Consequently, there did not
appear to be a difference between general and special education teacher perceptions for
the interaction terms not included in Table 16.
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Table 16
Hierarchal Linear Model Results
Effect

Transformational

Intercept
Gender
Female
Nationality
Middle East/Africa
Europe
Asia
Education Level
Some graduate
Grad degree
Years in Education
6-10 years
11 or more years
Years in Position
2-3 years
4-5 years
6 or more years
Years with Leader
2 years
3-4 years
5 or more years
Education Level *
School Type
Some grad work
*Gen. Ed.
Grad degree *
Gen. Ed.
Years with Leader *
School Type
2 years * Gen.
Ed.
3-4 years * Gen.
Ed.
5 or more years *
Gen. Ed.

3.09 (.06)

Variance Components
Level 1 (School)

0.00
0.30

Transactional
Fixed effects
2.79 (.09)

Passive-Avoidant
.81 (.11)

-.14 (.09)

-.11 (.09)

.02 (.10)

.35 (.10)
.20 (.11)*
.30 (.14)**

.32 (.12)**
.47 (.15)**
.65 (.14)***

.00 (.12)
.16 (.16)
-.00 (.15)

-.09 (.12)
-.06 (.10)

-.07 (.12)
-.12 (.10)

.06 (.13)
.09 (.11)

.22 (.11)*
.14 (.12)

.28 (.11)**
.05 (.12)

-.06 (.13)
-.09 (.14)

.05 (.14)
-.10 (.14)
-.02 (.13)

-.17 (.14)
-.31 (.15)*
-9.94e-4 (.14)

.23 (.16)
.30 (.17)
.27 (.15)

-.14 (.13)
-.12 (.13)
-.12 (.15)

-.11 (.14)
-.07 (.14)
-.08 (.15)

-.19 (.16)
-.21 (.15)
.12 (.19)

.28 (.24)

.27 (.24)

-.31 (.17)

-.32 (.18)*

.53 (.25)*
.16 (.25)
1.13 (.35)***
Random effects
.03
.30
Goodness of fit
.25
.31

.06
.37

R squared – marginal
.20
.09
R squared –
.20
.21
conditional
Note. *: p<.05, **p<.01, ***p<.001. Reference groups are; gender: male, nationality: North and
Central America, education level: Bachelor’s degree, years in education: 0-5 years, years in position:
0-1 year, years with leader: 0-1 year, school type: special education school.
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Summary
This chapter presented the results from the survey instrument used to determine
prevalent leadership styles among school leaders of international special and general
education schools in the United Arab Emirates. A total of 279 responses were initially
collected, but 46 were removed due to entirely blank responses. Of the remaining 233
responses, only 218 responses were usable in data analyses due to survey fatigue
evidenced by the blank responses toward the middle and end of the survey. Frequencies
were presented to provide demographic information of the survey sample. Descriptive
statistics were presented to address Research Questions 1 and 2, which found that the
school leaders across both school types primarily exhibited transformational leadership.
Hierarchical linear model processes and results were presented to address Research
Question 3, which found several statistically significant differences in perceived
leadership style by school type and teacher variables. There was a statistically significant
difference based on education level by school type in both transformational and
transactional leadership styles, as well as a statistically significance difference based on
total years of experience working with the school leader by school type in passiveavoidant leadership style. Teacher nationality, total years of experience in education, and
total years of experience in the current position were found to affect perceived leadership
style regardless of school type. Psychometric properties of the instrument were presented,
including a discussion on validity and reliability. Chapter 5 presents a summary of the
present study along with a discussion of results related to the literature, conclusions,
implications for practice, and recommendations for future research.

155

CHAPTER 5
DISCUSSION AND CONCLUSION
This final chapter reviews the background, purpose, and significance of the study,
research problem, and research questions addressed in this study. Following this
summary, this chapter’s discussion is organized by research question and includes an
interpretation of the results, their relationship to previous research, contribution to the
field of study, and generalizability in light of limitations. The chapter concludes with a
discussion on implications for practice and recommendations for future research.
Summary of the Study
In many countries around the world, special education service delivery has
evolved from relative nonexistence and complete exclusion to inclusion in general
education settings for the majority of students with special needs, mainly as a result of a
shift in social mindset and corresponding legislative changes. Regardless of the school
type and student need, school leaders are held accountable for student progress in
schools, and extant literature suggests that this expectation may be growing in
international schools (Lashley, 2007). Understanding how to best serve exceptional
students first requires a study of school leadership (Pazey & Cole, 2012), and
understanding school leadership in international schools around the world is crucial to the
broader field of special education (Kauffman et al., 2018). Within the United Arab
Emirates (UAE), international schools’ commonality provides sufficient support for the
study of leadership in these contexts (Shaw et al., 1995).
Through the evolution of leadership from managerial to relationship-focused and
then a post-industrial relational leadership orientation, the idea of leadership may be

156

regarded as being emergent rather than static. For example, Bass’ (1985) Full Range
Leadership Model (FRLM) gave way to transformational leadership to describe a range
of leadership behaviors that encompass relationship building, motivation, engagement,
and task completion. Extensive literature has studied various leadership styles and the
subsequent impact on students, teachers, and organizations in a wide range of contexts,
including general, special, and international education (Ayiro, 2014; Brander, 2013;
Sayadi, 2016). Corresponding instrumentation, including the Multifactor Leadership
Questionnaire (MLQ; Avolio & Bass, 2004), has also been applied in extensive studies of
leadership and has been proven to have high validity and reliability in a wide array of
global contexts (Alsayed et al., 2012; Avolio & Bass, 2004). Leadership has also been
studied as it relates to teacher variables, such as gender (Mohammed et al., 2012),
educational level (Barbuto et al., 2007), years of experience (Ojode et al., 1999), and
nationality (Navarro, 2005), as these circumstances may influence teacher perceptions of
leadership.
This study addressed the need to examine leadership of those serving as school
leaders in UAE international schools by comparing teacher perceptions of their
leadership across general and special education while also taking into account teacher
demographic variables. Further, by utilizing the MLQ (Avolio & Bass, 2004), the study
extended previous research with the instrument (Alsayed et al., 2012) and provided
further support for its validity in a selected international school context. The purpose of
this causal-comparative study was to concurrently identify differences in perceived
leadership styles of school leaders across two school types (i.e., international special and
general education schools in the UAE) and identify differences in perceived leadership
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styles based on teacher variables (e.g., gender, total years of experience, nationality, and
education level). In order to identify leadership styles, differences between school leaders
by school type, and the influence of teacher variables, this study was guided by three
research questions:
1) What is the relationship between school type and leadership style as identified
by teachers in international special education schools?
2) What is the relationship between school type and leadership style as identified
by teachers in international general education schools?
3) What is the relationship between perceived leadership styles and teacher
variables, including gender, years of experience, nationality, and the highest
level of education, between international special and general education
schools?
To address these research questions, the researcher implemented a causalcomparative research design utilizing survey methodology for data collection. The
administration of a survey containing the MLQ (Avolio & Bass, 2004) and demographic
items occurred over four weeks to a population of 550 teachers in four international
special education schools and four international general education schools. In
concordance with causal-comparative design, data analyses focused on the construction
of frequency polygons for visual inspection of data, production of descriptive statistics,
and comparison of the sample by school type via hierarchical linear modeling. The results
indicated statistically significant differences in transformational and transactional
leadership style by school type based on teacher education level. The results also
indicated a statistically significant difference in passive-avoidant leadership based on
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teacher years of experience working with the school leader in general education schools.
Further, there was a statistically significant impact on perceived transactional leadership
style by teacher nationality, total years of experience in education, and total years of
experience in the current position. The results also indicated a statistically significant
impact on perceived transformational leadership style by teacher nationality and total
years of experience in education. There was not found to be a difference in perceived
passive-avoidant leadership styles based on teacher demographic variables.
Discussion
This discussion, organized by research question, includes an interpretation of the
survey results, the results’ relationship to previous research, contribution to the
knowledge base, and generalizability in light of limitations. These limitations include
issues arising from data collection methods, instrumentation, and data analysis
constraints, in addition to the delimitations presented in Chapter 3.
Research Question 1
Research Question 1 focused on identifying the relationship between teacher
perceptions of leadership styles and school type for school leaders of international special
education schools in the UAE. Study findings indicate that majority of school leaders of
the international special education schools most closely aligned with transformational
leadership style and was closely followed by transactional leadership style. These
findings suggest that these school leaders engage in both transformational and
transactional leadership to a roughly similar extent. Although three of the four school
leaders received the highest scores in transformational leadership style, some of these
scores were also slightly higher than the 50th percentile benchmark norm provided by
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Avolio and Bass (2004) who created this MLQ instrument. These scores were supported
by the open-ended responses that described leaders’ behaviors and traits that aligned with
transformational leadership, including approachability, dedication, enthusiasm, and
collaboration. Teachers described their school leaders as leading by example, focusing on
the big picture, motivating them to improve, and maintaining a positive attitude. The
open-ended responses also aligned with transactional leadership, including the
recognition of achievements and acknowledgment of effort. Further, some of the scores
for transactional leadership were also slightly higher than the norm, while the scores for
passive-avoidant leadership were inconsistent (two school leaders slightly lower than the
norm and two school leaders slightly higher than the norm). These conflicting results
suggest that school leaders of the international special education schools primarily utilize
transformational and transactional leadership, but may engage in passive-avoidant
leadership to a varying degree. These results are similar to previous findings which
indicate that international school leaders often engage in roles as both managers and
leaders (Hayden & Thompson, 2008). Utilizing the FRLM (Bass, 1985), the leadership
styles of managers and leaders closely align with transactional and transformational
styles, respectively, due to the nature of both task completion and employee
development. Transformational and transactional leadership practices are not mutually
exclusive, but rather complementary. However, teachers may not be able to clearly
distinguish between the two practices. The results of the present study align with the
findings of Hayden and Thompson (2008) and suggest that international school leaders’
responsibilities span both managerial and leadership tasks and thus display behaviors that
align with both transactional and transformational leadership. The results also align with
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previous research findings that suggest that UAE school leaders engage in both
transformational and transactional leadership to varying degrees as needed to fulfill the
various roles leading a diverse teaching staff (Litz & Scott, 2016; Yaghi, 2017).
Similarly, these results align with the notion of post-industrial leadership that describes
the line between leadership and management as fluid and intertwined. Since there is a gap
in the literature on leadership within this specific, intersectional context, these results
warrant further inquiry and cannot sufficiently be related to the body of literature on
international schools given the difference in school type based on the student population.
Given the paucity of literature on leadership in international special education
schools, this study may contribute new knowledge to the field regarding prevalent
leadership styles in these unique contexts. With findings that align with both previous
research on international school leadership and the theoretical framework, this study
helps to extend the knowledge base surrounding international school leadership,
particularly with regard to the leaders’ concomitant use of both transformational and
transactional leadership styles. Additionally, this study utilized the MLQ (Avolio & Bass,
2004) in a relatively new, Middle Eastern context and in the Arabic language. However,
the limitations arising from instrumentation issues are important to note, as they may
limit the generalizability of results and reliability of the instrument in the selected
context. For example, the data set contained more responses from teachers at the
international general education schools, which could have provided skewed results during
analysis. Although there are numerous international schools in the UAE, only a small
percentage of those serve students with special needs exclusively. Consequently, these
results may not equally represent all schools in the region or all regions of the world.
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Research Question 2
Research Question 2 focused on identifying the relationship between teachers’
perceptions of leadership styles and school type for school leaders of international
general education schools in the UAE. Study findings indicate that school leaders of the
international general education schools most closely aligned with transformational
leadership style and was closely followed by transactional leadership style. Similar to the
school leaders of the international special education schools, these results may indicate
that these school leaders engage in both transformational and transactional leadership to a
roughly similar extent. Further, both the transformational and transactional leadership
scores were again both slightly higher and lower than the benchmark norm, while the
score for passive-avoidant leadership was again both slightly higher and lower than the
norm. Similar to the special education schools, these conflicting results suggest that these
school leaders primarily utilize transformational and transactional leadership, but may
engage in passive-avoidant leadership to varying degrees. While leadership scholars
recognize transformational and transactional leadership practices as complementary,
teachers may not be able to distinguish between them and the associated behaviors. The
quantitative scores were supported by the open-ended responses that described leaders’
behaviors and traits that aligned with transformational leadership, including openmindedness, goal orientation, inspirational attitude, and desire for life-long learning.
Teachers described their school leaders as being compassionate, driven to succeed, a
team player, and enthusiastic. The open-ended responses also aligned with transactional
leadership, including the celebration of achievements and recognition of effort. The
results of the present study again align with the findings of Hayden and Thompson
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(2008), Litz and Scott (2016), and Yaghi (2017), which suggest that international school
leaders and UAE school leaders align with both transactional and transformational
leadership due to exhibiting behaviors commonly associated with both managers and
leaders.
Based on the school leaders’ scores in transformational and transactional
leadership, the overall results provide further support for the understanding of leadership
on a range of behaviors and traits aligned to both leadership and management. This study
also helped to give a different view of international school leadership by introducing a
comparative element across general and special education perspectives. Further, the
similarities in the highest scoring subscales and frequency of open-ended response
descriptions may indicate teachers across both school types perceive similar strengths in
their school leaders, including approachability, helpfulness, drive to succeed, and
motivation. General education teachers perceived additional strengths regarding school
leaders’ propensity for providing professional development opportunities and treating
teachers as individuals, and these traits were not noted in the special education teacher
sample. The similarities between teacher perceptions of school leaders add to the
importance of understanding leadership perceptions in general and special education
individually but also note the importance of understanding the commonality of both using
transactional and transformational leadership styles concomitantly, as needed by
circumstances. In sum, the findings of the present study suggest that both international
general and special education teachers perceive their school leaders as exhibiting both
transformational and transactional leadership behaviors. No major differences were found
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in the descriptive data between the two school types, which suggests several similarities
in leadership styles.
Research Question 3
Research Question 3 focused on identifying the relationship between perceived
leadership styles and teacher variables across both school types in the UAE. These
teacher variables included gender, nationality, the highest level of completed education,
nationality, total years of experience, total years of experience in current position, and
total years of experience working with the designated leader. School type was found to
influence perceptions of transformational leadership based on teacher education level.
General education school teachers with some graduate coursework perceived their school
leaders as more transformational than those with a Bachelor’s degree, but general
education school teachers with a graduate degree perceived their school leaders as less
transformational than those with some graduate coursework. However, education level
did not influence leadership perceptions at special education schools, despite making a
significant difference in perceptions of transformational leadership at the general
education schools. Taken together, these findings indicate that school type did influence
perceptions of transformational leadership style based on teacher education level for
general education schools specifically.
Similarly, general education school teachers with a Bachelor’s degree or some
graduate coursework perceived their school leaders as more transactional than general
education school teachers with a graduate degree. General education school teachers with
a Bachelor’s degree or some graduate coursework also perceived their school leaders as
more transactional than special education teachers with any education level. Further,
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education level did not influence leadership perceptions at special education schools, so
these results indicate that school type did influence perceptions of transactional
leadership based on teacher education level for general education schools.
School type was found to influence perceptions of passive-avoidant leadership
based on teachers’ years of experience working the school leader. Teachers with either
two years or five or more years of experience with the school leader in general education
schools perceived their school leaders as more passive-avoidant than peers with the same
amount of experience at the special education schools. In sum, these findings indicated
that as years of experience with the school leader increase, general education school
teachers perceive leaders as more passive-avoidant, while special education school
teachers perceive leaders as less passive-avoidant. Given the paucity of research on
perceptions of leadership in a comparative manner while concurrently controlling for
teacher variables, these findings contribute to the knowledge base concerning the
influence of both school type and teacher variables on perceptions of leadership.
Mirroring the similarities found in the descriptive data across the two school types, these
findings suggest that school type alone does not explain the differences in teacher
perceptions of leadership.
Gender was found to have no statistically significant effect on teacher perceptions
of leadership style, so no differences were found between male and female perceptions of
leadership styles. Scholars concur that literature on gender and leadership perception is
somewhat inconsistent, in that some previous research found no difference in perceived
leadership style by males and females (Hardman, 2011; Walumbwa et al., 2004) while
other research has found a difference by males and females (Maher, 1997; Luthar, 1996;
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Jantzi & Leithwood, 1996). Specifically, some findings suggest females perceive
leadership differently than males due to gender stereotypes and norms (Maher, 1997), and
other findings suggest that traditional gender roles and norms affect perceptions of
leadership (Jantzi & Leithwood, 1996). Conversely, other findings suggest no influence
between men and women’s perceptions of leadership (Hardman, 2011; Walumbwa et al.,
2004). The present study’s findings of a lack of impact by teacher gender on perceptions
of leadership contribute to the relatively inconsistent knowledge base surrounding rater
gender on perceptions of leadership.
Nationality was found to influence teacher perceptions of transformational and
transactional leadership style. Teachers with a North or Central American nationality
perceived their school leaders as less transactional than those with a Middle Eastern,
African, European, or Asian nationality. Further, teachers with an Asian nationality
perceived their school leaders as more transactional than those with a Middle Eastern
nationality. These findings align with previous research which has found that Middle
Eastern respondents perceive leaders as more transactional than American respondents
(Hakimi, 2005) as well as research that found differences between American and
European employee perceptions of leadership (Navarro, 2005). These findings also align
with findings that suggest that transactional leadership is more prevalent in the UAE (Litz
& Scott, 2016). In addition, teachers with a North or Central American nationality
perceived their school leaders as less transformational than those with a European or
Asian nationality. These findings regarding perceptions of transformational leadership are
inconsistent with collectivist cultures and the associated preference for hierarchical
structures aligned with transactional leadership (Baumeister, 2004; Makai, 2006).
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Collectivist cultures tend to respect hierarchical structures of power and authority, which
often aligns with managerial methods or transactional forms of leadership. Conversely,
individualistic cultures tend to show preference for independence and individual growth
over community development, which aligns more with transformational leadership.
While Middle Eastern culture is collectivist in nature, teachers perceived school leaders
as exhibiting more transactional leadership than teachers from North America, which is
more individualistic in nature. Taken together, the results of the current study mirror
previous findings that suggest that rater nationality influences transactional leadership
perceptions based on collectivist cultural norms and traditions. However, the findings of
the current study related to transformational leadership perceptions contradict previous
findings based on cultural values of individualistic societies.
Total years of experience in the education field was found to influence
perceptions of transactional and transformational leadership across both school types.
Teachers with 6-10 years of experience perceived their school leaders as more
transactional and more transformational than teachers with 0-5 years of experience.
Previous research has shown inconsistent findings regarding the influence of teacher
years of experience on perceptions of leadership behaviors. Specifically, some research
findings suggest teachers with fewer years of total experience were more likely to
provide favorable ratings of school leaders (Eddins, 2012), while other findings suggest
no relationship between total years of experience in the teaching field and perceptions of
leadership styles (Hardman, 2011). Since previous research findings were inconsistent,
the findings of the present study contribute to the literature to further clarify this
dimension of educational leadership.
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In addition, total years of experience in the current position was found to
influence perceptions of transactional leadership across both school types. Teachers with
4-5 years of experience in their current position perceived their school leaders as less
transactional than those with 0-1 years in their current position. This slightly contradicts
previous findings that suggest that more years of experience in the current position is
related to more favorable perceptions of leadership. Specifically, previous research has
found that teachers with more years of experience in their current position perceive
leaders more favorably or more aligned with transformational leadership style than
teachers with fewer years in their current role (Eddins, 2012; Hardman, 2011). Although
the research findings from the current study showed significance in terms of transactional
leadership, it is clear that leadership requires a level of fluidity between transactional and
transformational leadership. Thus, favorable views of leadership may be linked to both
transactional and transformational leadership, which contradicts the present study’s
findings. In addition, another teacher variable, total years of experience working with
their designated leader, was found to have no statistically significant effect on perceived
leadership style after removing school type. Given the paucity of research on these
teacher variables on perceptions of leadership, further research is needed to determine
how these research findings are related.
Among the remaining teacher demographic variables, education level had no
statistically significant effects on perceived leadership style after removing school type.
This is inconsistent with previous research that has found education level of followers to
serve as a predictor of perceived leadership styles (Barbuto et al., 2007; Ojode et al.,
1999). Specifically, previous findings found that employees with a higher education level
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(e.g., graduate degree) express less preference for task-oriented behaviors aligned with
transactional leadership (Ojode et al., 1999). Although the present study did not collect
information on preference for leadership behaviors, previous research findings are
consistent with the notion that the education level of teachers has an impact on perceived
leadership styles and serves as a predictor of leadership perceptions. However, the results
of the present study contradict these previous research findings, as teacher education
level was not significant after removing school type. Table 17 below displays the results
of perceptions of leadership based on teacher variables and across school type.
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Table 17
Influence of Teacher Variables and School Type on Leadership Perceptions

Transformational
Leadership

Transactional
Leadership

Passive-avoidant
Leadership

Special Education
School
No influence

General Education
School
Influence

Nationality*
Gender
Years of experience*
Years of experience
in current position
Years of experience
with school leader
Education level

No influence
No influence
No influence
No influence

No influence
No influence
No influence
No influence

No influence

No influence

No influence

Influence

Nationality*
Gender
Years of experience*
Years of experience
in current position*
Years of experience
with school leader
Education level

No influence
No influence
No influence
No influence

No influence
No influence
No influence
No influence

No influence

No influence

No influence

No influence

Teacher Variable
Education level

Nationality
No influence
No influence
Gender
No influence
No influence
Years of experience
No influence
No influence
Years of experience
No influence
No influence
in current position
Years of experience
Influence
Influence
with school leader
Note. *: These teacher variables had a statistically significant influence after removing
school type.
These results contribute to the knowledge base regarding the impact of various
demographic factors on leadership style, especially the inconclusiveness of the nature of
years of experience, education level, and gender as a predictor in perceived leadership.
Research outside of the UAE has shown inconsistent findings regarding the influence of
teacher years of experience on leadership perception (Eddins, 2012; Hardman, 2011).
Although previous research findings found education level and gender to influence
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leadership perceptions, these teacher variables did not influence leadership perceptions in
the current study after removing school type. Given the paucity of research on these
teacher variables as influencers of leadership perceptions in the Middle East, more
research is needed to better understand the relationship between education level and
gender and leadership perceptions. In spite of the limitations regarding data collection
and instrumentation, these results’ consistencies and inconsistencies with previous
literature helps to support the understanding of international educational leadership as
well as begin to fill the gap in the literature in the chosen specific, intersectional context.
Limitations
Limitations arose from data collection procedures, data analysis constrictions, and
instrumentation issues. The data collection period coincided with a global pandemic
(COVID-19) that required schools across the UAE to close for several weeks. Despite
these unforeseen circumstances, teachers were able to work remotely to participate in the
survey. However, these circumstances and associated stress may have affected the
response rates and survey completion. The data collection procedures also rendered
qualitative data from two open-ended responses. These data were limited and were
intended to be supplementary to the quantitative data.
In addition, nationality was included as a teacher variable but had to be collapsed
into only a few variables. Due to the statistical requirement to capture at least 25
responses per sub-group (e.g., 25 respondents who declared Egypt as their nationality),
the researcher combined responses geographically in order to conserve degrees of
freedom and form sub-groups of at least 25 respondents. However, collapsing these
responses into fewer variables led to the combination of several cultures into overarching
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categories that may not be reflective of the individual sub-groups. For example,
combining respondents from Canada, the USA, and Mexico into one category (e.g.,
North America) may not reflect the cultural nuances of each nationality.
Finally, the instrumentation showed lower reliability than the reported reliability
from the authors of the instrument. This may reflect differences in language and culture,
so the generalizability and replicability of the results are limited due to the low reliability
for several instrument subscales. These reliability issues may also result from dialectical
differences from the Arabic translation. As the researcher was not presented with options
for translation to an Emirati dialect of Arabic during the IRB approval process, the
translated instrument may be of limited relevance as the research sites included
international (non-governmental) schools where proficiency in English is required.
Although some of the subscale reliability results are similar to the authors, many are
lower and thus affect the study’s generalizability and replicability. Similarly, several
inconsistencies were noted between the present study’s findings and previous research
findings. Consequently, the findings of the present study should be regarded with caution.
Relationship to Theoretical Framework
Using Bass’ FRLM lens (Bass, 1985), these results correspond with the notion
that individuals may display a wide range of leadership behaviors that demonstrate
various levels of engagement with teachers. School leaders in the present study exhibited
behaviors that aligned with transformational, transactional, and passive-avoidant
leadership styles. Despite receiving the highest score for transformational leadership most
frequently, these individuals still exhibited behaviors on a wide range of engagement
levels. Similar to the concepts introduced by Bass (1985) in the FRLM, these school
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leaders aligned primarily with transformational leadership. However, they also exhibited
behaviors of other leadership styles along a continuum. Importantly, findings from this
suggest that teachers perceive leaders employing both leadership styles concomitantly as
dictated by circumstances. This framework helps to explain the results of Research
Questions 1 and 2, since the school leaders received similar scores for both
transformational and transactional leadership, as opposed to receiving only one high
score and aligning with only one leadership style. Utilizing the FRLM provides flexibility
in understanding leadership behaviors and traits that align with various styles. As
suggested by Litz & Scott (2016), a modified model of transformational leadership that
incorporates transactional leadership may be better suited for the UAE given the cultural
nuances and traditions. Consequently, understanding leadership in the UAE and Middle
East as a whole through the FRLM may provide a lens suitable for incorporating both
transformational and transactional leadership elements.
Implications
The following discussion will include several recommendations for future
research based on the results of the current study. The discussion will also include
recommendations for practice based on the results and their implications.
Recommendations for Future Research
In consideration of the results of the confirmatory factor analysis (CFA) reported
in the present study (Alsayed et al., 2012), further research should attempt to conduct a
CFA to validate the instrument in the selected context and dialect. Although the authors
of the instrument provide CFA results based on several studies (Avolio & Bass, 2004)
and the Arabic translation (Alsayed et al., 2012), the instrument should still be validated
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since the context in the present study was conducted in a dialect different than the studies
used by the authors to provide CFA results. Further, based on collectivist cultural norms
relevant to the Arab culture, including respect for authority and hierarchy, the instrument
may not be socially or culturally relevant.
To address nationality as a teacher variable of interest, the researcher grouped
nationality by geographic region and subsequently analyzed the findings in terms of
nationality. A promising line of future inquiry may include grouping by culture rather
than nationality to better understand the influence of both culture and nationality on
perceptions of leadership behaviors. Dimensions of culture (Hofstede, 2011) may provide
insight into the complexities of teacher perceptions based on culture rather than
nationality alone. This may also help researchers better understand leadership in Arabic
culture, which is a noted gap in the current literature.
Additionally, in light of the potential for reverse causality, future research may
utilize qualitative research methods to further explore the dynamics between teacher
demographics and their perceptions of leadership. Specifically, future research may
explore teacher perceptions of leadership based on their demographic factors, as it was
not possible in the current study to dissect whether teachers perceive leadership
differently based on their demographic variables, or if leaders treat teachers differently
based on teacher variables. Qualitative research methods, including interviews and focus
groups, may reveal themes and trends in teacher perceptions that may offer a deeper
investigation into leaders’ strengths and limitations by giving teachers more voice to
describe their school leaders’ behaviors and traits. For example, focus groups based on
teacher demographics may provide further insight on perceived leadership styles, by
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potentially revealing trends in commonality by demographic factors such as gender or
education level.
Finally, in light of the limitations that potentially arose due to instrumentation, a
promising line of inquiry may include the expansion of demographic variable options in
the gender item to include an option to not disclose gender or options that include genderfluid or non-binary. Other demographic variable options may include special education
training level, religion, involvement in professional organizations, and total years
working in the UAE or country of interest. Similarly, due to the potential for dialectical
differences between the Emirati dialect of Arabic and the Palestinian dialect of the
validated MLQ (Avolio & Bass, 2004) translation, future research on the instrumentation
should include a variety of Arabic dialects to appeal to more Arabic-speaking contexts.
Recommendations for Practice
Findings suggest that practitioners may consider administering the MLQ (Avolio
& Bass, 2004) to teachers on an annual or semi-annual basis as a way to enhance their
effectiveness by determining teachers’ perceptions of their leadership. By utilizing the
last nine items of the MLQ (Avolio & Bass, 2004) that focus on leadership outcomes,
school leaders would be able to ascertain teacher satisfaction with perceived leadership,
which may help administrators assess, measure, and engage accordingly. School leaders
with more knowledge and awareness of their perceived leadership may be more
successful in improving or maintaining to sustain a positive, productive school
community (Gamble, 2009; Sayadi, 2016).
Findings suggest inconsistencies in how teachers perceive school leaders’
expectations and policies, as noted by ratings related to enforcement of school-wide
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policies as well as open-ended descriptions related to lack of clarity and enforcement of
policies. As noted in the literature review presented in Chapter 2, it is evident in the UAE
that there are discrepancies between legislative policies and real-life practice. It was also
evident in the survey respondents’ inconsistent descriptions and ratings regarding school
leader expectations that there is disparity between school leader enforcement of policies
and teacher enactment into practice. To address this inconsistency, practitioners may
benefit from clearer school-wide policies resulting from school leader expectations or
official legislation. Practitioners may also consider practicing more transparency in the
expectations of the policy enactment in order to provide additional clarity for teachers
responsible for implementing the policies in practice.
Finally, reflection on findings suggests that practitioners may benefit from
increased professional development opportunities. Several survey respondents described
inconsistent levels of professional development opportunities (both quality and quantity)
in the open-ended questions of the survey instrument. Based on the discrepancy between
the intellectual stimulation subscale means and open-ended responses that revealed
varying levels of perceived professional learning opportunities, practitioners may
consider holding professional development on a biweekly or monthly basis to ensure
teachers are given sufficient opportunities for professional growth. This professional
growth may include specific training in topics relevant to special education, including
behavior management and curriculum modification. As noted in the literature review
presented in Chapter 2, it is evident that teacher preparation programs are lacking in the
Middle East. To counter this issue as well as address the findings of this study related to
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teachers’ inconsistent reports on professional learning, practitioners may consider
providing increased training opportunities for both pre- and in-service teachers.
Conclusion
This study examined the differences of teacher perceptions of leadership styles
across international special and general education schools in the UAE and further
explored the relative effects of teacher variables on perceived leadership styles. The
results indicated that there is a difference in transformational and transactional leadership
style by school type based on teacher education level, and there is also a difference in
passive-avoidant leadership based on teacher years of experience with the school leader
and school type. Further, the results indicated that there is a difference in perceptions of
leadership based on certain teacher variables, including nationality, total years of
experience in education, and total years of experience in the current position.
Recommendations for practice and future research were provided to expand this study
and continue to add to the knowledge base in the field. This study addressed a significant
gap in the literature while also expanding on literature related to teacher variables and
leadership perceptions, and the results provide valuable insight for practitioners and
scholars alike. School leaders will continue to have an important role in developing
teachers while focusing on the mutual goal of improving outcomes for all students.
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APPENDIX A: COVER LETTER
My name is Kaitlin Jackson, and I am doctoral candidate in the Department of Educational
Leadership Studies at the University of Kentucky. I am conducting research (IRB Protocol No.
50438) on leadership in international special and general education schools, and thus request your
help by participating in a voluntary survey. The purpose of this survey is to explore similarities
and differences in top-level school leaders of international special and general education schools
in the UAE.
You were selected as a potential participant in this study because you currently serve in a
teaching capacity within the selected school. All of the teachers in your school have been offered
the opportunity to participate. You must be 18 years of age to complete the survey, and you may
not qualify to complete the survey if your primary role does not include direct teaching (e.g. bus
driver or maintenance staff). I hope that approximately 550 individuals like you will choose to
participate.
Your participation in this research by clicking “continue” on the first page of the survey (link
below) is an indication of your informed consent. Your responses to the survey will be kept
confidential and will be stored on a password-protected server to which only I have access, so
your supervisor will not see your responses. REDCap is a secure, web-based program to capture
and store data at the University of Kentucky. We will make every effort to safeguard your data in
REDCap. However, given the nature of online surveys, we cannot guarantee the security of the
data obtained by way of the Internet. You will not be personally identified in any way because the
survey does not request data that can identify you. The only potential risk for participating in this
study is mild discomfort describing your supervisors’ leadership behaviors, and there are not any
consequences if you elect not to participate. The survey should take approximately 15-20 minutes
to complete. You are free to discontinue the survey at any time or skip any questions you do not
wish to answer. Your school leader is forwarding this request as a courtesy to me, and they will
not be given any information about who participates or does not participate. Your participation in
this study is in no way a job requirement; your participation is entirely voluntary.
If you have questions about this study, please feel free to contact me directly via the contact
information below. If you have questions about your rights as a research volunteer, please contact
the University of Kentucky Office of Research Integrity at +1 (859) 257-9428 or toll-free at +1
(866) 400-9428. You may also contact my faculty advisor in the Department of Educational
Leadership Studies at the University of Kentucky—Dr. Lars Bjork (lbjor1@uky.edu)--with any
questions.
Thank you in advance for your assistance with this important project. To ensure that your
valuable responses are included, please be sure to submit your survey by XX/XX/2020.
(survey link)
Sincerely,
Kaitlin Jackson, M.Ed.
University of Kentucky
Phone: +1 (408) 667 - 7380
E-mail: Kaitlin.jackson1@uky.edu
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APPENDIX C: IRB APPROVAL

XP Initial Review
Approval Ends: 5/7/2020
TO:
FROM:
SUBJECT: DATE:
IRB Number: 50438
Kaitlin Jackson, B.A. Psychology M.Ed. Special Education Educational Leadership Studies
PI phone #: 4086677380
PI email: kaitlin.jackson1@uky.edu
Chairperson/Vice Chairperson
Non Medical Institutional Review Board (IRB) Approval of Protocol
5/8/2019
On 5/8/2019, the Non Medical Institutional Review Board approved your protocol entitled:
A Comparative Study of Leadership Styles in International Special and General Education Schools in Abu Dhabi
Approval is effective from 5/8/2019 until 5/7/2020 and extends to any consent/assent form, cover letter, and/or phone script. If applicable, the IRB
approved consent/assentdocument(s)tobeusedwhenenrollingsubjectscanbefoundinthe"AllAttachments"menuitemofyourE-IRBapplication.
[Note,subjectscan onlybeenrolledusingconsent/assentformswhichhaveavalid"IRBApproval"stampunlessspecialwaiverhasbeenobtainedfromtheIRB.]
Priortotheendof this period, you will be sent a Continuation Review (CR)/Administrative Annual Review (AAR) request which must be completed and
submitted to the Office of Research Integrity so that the protocol can be reviewed and approved for the next period.
In implementing the research activities, you are responsible for complying with IRB decisions, conditions and requirements. The research procedures
should be implemented as approved in the IRB protocol. It is the principal investigator's responsibility to ensure any changes planned for the research are
submitted for review and approval by the IRB prior to implementation. Protocol changes made without prior IRB approval to eliminate apparent hazards
to the subject(s) should be reported in writing immediately to the IRB. Furthermore, discontinuing a study or completion of a study is considered a
change in the protocol’s status and therefore the IRB should be promptly notified in writing.
For information describing investigator responsibilities after obtaining IRB approval, download and read the document "PI Guidance to Responsibilities,
Qualifications, Records and Documentation of Human Subjects Research" available in the online Office of Research Integrity's IRB Survival Handbook.
Additional information regarding IRB review, federal regulations, and institutional policies may be found through ORI's web site. If you have questions,
need additional information, or would like a paper copy of the above mentioned document, contact the Office of Research Integrity at 859-257-9428.
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APPENDIX D: GRAPHS FROM ASSUMPTIONS TESTS
Transformational model:
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Transactional model:
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Passive-avoidant model:
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APPENDIX E: MCAR (USABLE DATA) RESULTS
Missing
Count
Percent
Q7_1*
0
0
Q7_2
0
0
Q7_3
1
0.5
Q7_4
3
1.4
Q7_5
0
0
Q8_1
2
0.9
Q8_2
1
0.5
Q8_3
1
0.5
Q8_4
1
0.5
Q8_5
1
0.5
Q9_1
2
0.9
Q9_2
3
1.4
Q9_3
0
0
Q9_4
0
0
Q9_5
1
0.5
Q10_1
1
0.5
Q10_2
7
3.2
Q10_3
1
0.5
Q10_4
1
0.5
Q10_5
2
0.9
Q11_1
1
0.5
Q11_2
2
0.9
Q11_3
2
0.9
Q11_4
9
4.1
Q11_5
0
0
Q12_1
1
0.5
Q12_2
4
1.8
Q12_3
1
0.5
Q12_4
5
2.3
Q12_5
1
0.5
Q13_1
1
0.5
Q13_2
1
0.5
Q13_3
0
0
Q13_4
1
0.5
Q13_5
0
0
Q14_1
0
0
Note. *: Survey items Q1-Q6 contained only demographic items and received zero
missing responses.
Survey item
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APPENDIX F: MCAR (COLLECTED DATA) RESULTS
Missing
Count
Percent
Q7_1*
3
1.4
Q7_2
3
1.4
Q7_3
5
2.3
Q7_4
9
4.1
Q7_5
5
2.3
Q8_1
9
4.1
Q8_2
8
3.6
Q8_3
12
5.4
Q8_4
7
3.2
Q8_5
7
3.2
Q9_1
17
7.7
Q9_2
18
8.1
Q9_3
12
5.4
Q9_4
13
5.9
Q9_5
15
6.8
Q10_1
15
6.8
Q10_2
23
10.4
Q10_3
18
8.1
Q10_4
16
7.2
Q10_5
16
7.2
Q11_1
17
7.7
Q11_2
18
8.1
Q11_3
18
8.1
Q11_4
27
12.2
Q11_5
15
6.8
Q12_1
18
8.1
Q12_2
26
11.8
Q12_3
22
10
Q12_4
28
12.7
Q12_5
19
8.6
Q13_1
18
8.1
Q13_2
18
8.1
Q13_3
17
7.7
Q13_4
18
8.1
Q13_5
17
7.7
Q14_1
19
8.6
Note. *: Survey items Q1-Q6 contained only demographic items and received zero
missing responses.
Survey item
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APPENDIX G: SURVEY ITEM ALIGNMENT TO RESEARCH QUESTIONS
Research Questions
RQ1: What is the
relationship between
school type and
leadership style as
identified by teachers
in international
special education
schools?
And
RQ2: What is the
relationship between
school type and
leadership style as
identified by teachers
in international
general education
schools?

Survey Items
Q1 (school placement based on school type)
Q7_1* (contingent reward – transactional)
Q7_2 (intellectual stimulation – transformational)
Q7_3 (management by exception-passive – passive-avoidant)
Q7_4 (management by exception-active – transactional)
Q7_5 (laissez-faire – passive-avoidant)
Q8_1 (idealized influence-behavior – transformational)
Q8_2 (laissez-faire – passive-avoidant)
Q8_3 (intellectual stimulation – transformational)
Q8_4 (inspirational motivation – transformational)
Q8_5 (idealized influence-attributed – transformational)
Q9_1 (contingent reward – transactional)
Q9_2 (management by exception-passive – passive-avoidant)
Q9_3 (inspirational motivation – transformational)
Q9_4 (idealized influence-behavior – transformational)
Q9_5 (individualized consideration – transformational)
Q10_1 (contingent reward – transactional)
Q10_2 (management by exception-passive – passive-avoidant)
Q10_3 (idealized influence-attributed – transformational)
Q10_4 (individualized consideration – transformational)
Q10_5 (management by exception-passive – passive-avoidant)
Q11_1 (idealized influence-attributed – transformational)
Q11_2 (management by exception-active – transactional)
Q11_3 (idealized influence-behavior – transformational)
Q11_4 (management by exception-active – transactional)
Q11_5 (idealized influence-attributed – transformational)
Q12_1 (inspirational motivation – transformational)
Q12_2 (management by exception-active – transactional)
Q12_3 (laissez-faire – passive-avoidant)
Q12_4 (individualized consideration – transformational)
Q12_5 (intellectual stimulation - transformational)
Q13_1 (individualized consideration – transformational)
Q13_2 (intellectual stimulation – transformational)
Q13_3 (laissez-faire – passive-avoidant
Q13_4 (idealized influence-behavior – transformational)
Q13_5 (contingent reward – transactional)
Q14_1 (inspirational motivation – transformational)
Open-ended question 1 (leader strengths)
Open-ended question 2 (leader areas of improvement) – both
of these questions produced some supplementary data
regarding specific leader behaviors that align to leadership
styles that are measured by the MLQ items listed above
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RQ3: What is the
Q1 (school type)
relationship between
perceived leadership
Q3 (gender)
styles and teacher
Q4 (education)
demographic factors, Q6 (total years of experience)
including gender,
Q7 (total years in position)
years of experience,
Q8 (total years with leader)
and the highest level
Q18 (nationality)
of education?
Note. *: Survey items Q1-Q8, Q18 containing only demographic items, were numerically
Q1-Q7. Survey items Q7_1-Q14_1, containing MLQ items, were numerically Q8-Q52.
Survey items Q53-Q54 contained the two open-ended questions. The numbers appear out
of order due to order of entry and Likert scale on Qualtrics software.
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